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ABSTRACT 
THE EFFECTS OF DIFFERENT CHILD REARING PRACTICES AND 
TYPES OF CURRICULUM APPROACHES UPON THE CREATIVE THINKING 
OF KINDERGARTEN STUDENTS IN THAILAND 
FEBRUARY 1993 
PREEYAPORN BHASAVANICH, B.A., SACRED HEART COLLEGE 
M.S., SOUTHERN CONNECTICUT STATE UNIVERSITY 
ED.D., UNIVERSITY OF MASSACHUSETTS 
Directed by: Professor Ernest D. Washington 
The purposes of this dissertation were to compare the 
creative thinking of kindergarten students from three 
different child rearing backgrounds who participated in 
two curriculum approaches. Another purpose was to 
identify suggestions for promoting and developing crea¬ 
tive thinking in children. 
The three child rearing styles examined were: 
democratic, autocratic and overprotective. The two 
curriculum approaches were: Readiness Activities Oriented 
Curriculum and the Academic Oriented Curriculum. The 
Torrance Tests of Creative Thinking Figural Form A was 
translated and adapted to suit Thai students (Rungsinan, 
1978). The Torrance Tests yielded three measures: 
fluency, originality and elaboration. The Kindergarten 
Curriculum Evaluation Form developed by the researcher was 
used to identify fourteen kindergarten schools that 
participated in the study. The Questionnaire Concerning 
Child Rearing Practices was adapted from the questionnaire 
developed by Thumnut (1979) and revised by Kiattikul 
(1988). A total of three hundred and seventeen children 
participated in the study. The data were analyzed using 
analysis of variance procedures. The following findings 
emerged from the study: 
1. There were no significant differences in 
fluency, originality and elaboration scores among students 
from different child rearing backgrounds. 
2. The students in the readiness kindergarten 
programs scored significantly higher on fluency, 
originality and elaboration than students in the academic 
kindergartens. 
3. The measure of elaboration emerged as a variable 
which was highly significant and may be of practical 
significance. 
In promoting and developing creative thinking in kin¬ 
dergarten students, the researcher suggests the use of 
brainstorming, webbing and pretending as techniques to 
help students produce new ideas and form relationships 
between concepts, to encourage their imagination and to 
involve students with minimal amounts of direction, 
exposition and instruction. 
• # • 
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CHAPTER 1 
INTRODUCTION 
This is a research study of the effects of three 
different approaches to child rearing and two curriculum 
approaches upon the creative thinking of kindergarten 
students. This study was conducted in Bangkok, Thailand, 
a developing country in Southeast Asia. Like any country, 
Thailand wants to develop its children to their maximum 
potentials, in particular, it is important to develop the 
creative abilities of these children. The exploration of 
the creative abilities of children requires that we 
examine child rearing practices and school curricula. By 
studying the interaction of these two factors, we can 
learn how to facilitate the creative abilites of children. 
All children have the ability to think creatively. 
This ability can be enhanced by the support of parents and 
the home environment. Creativity originates through 
parents' teaching and encouraging children to use their 
abilities to help themselves. Through giving them love, 
attention, and explanation about what is going on in the 
environment, parents can encourage creativity (Hagen, 
1962). Therefore, we can say that creative thinking is 
influenced by "child rearing practices" and "home" 
environment. 
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Three types of child rearing practices have received 
a considerable amount of attention: democratic (authori¬ 
tative) , autocratic (authoritarian), and overprotective. 
The consequences of each will be discussed. 
Hurlock (1984) suggested that democratic discipline 
leads to good personal and social adjustment. It results 
in independence in thinking, initiative in action, and a 
healthy, positive, confident self-concept which is 
reflected in active, outgoing, and spontaneous behavior. 
Greater freedom in the home, characteristic of democratic 
discipline, shows itself in better cooperation, greater 
persistence in the face of obstacles, better self control, 
greater creativity, and a friendlier approach to people. 
Baumrind (1971) found that children from authorita¬ 
tive homes are more self-reliant, self-controlled, self- 
assertive, exploratory, and content than those children 
from authoritarian (autocratic) homes. In addition 
Baldwin (1949) found that a democratic home environment 
seems to promote intelligence, curiosity, originality, and 
constructiveness. 
Baldwin (1948? 1949) also found that children of 
autocratic parents were low in social interaction with 
peers and tended to be dominated by their peers during the 
interactions that did occur. These children also tended 
to be obedient, and neither quarrelsome nor resistive. 
They seemed to lack spontaneity, affection, curiosity, and 
originality. Besides, Baumrind (1967; 1971) found that 
2 
children of authoritarian (autocratic) parents were more 
discontented, withdrawn, and distrustful than children of 
authoritative (democratic) parents. They also showed 
relatively little independence. 
Bronfenbrenner (1961) stated that the effect of using 
a "too much love" pattern of discipline may have the 
effect of undermining the capacity for initiative and 
independence. Hurlock (1984) also stated that children 
who experienced overprotective child rearing always 
depended on others, lacked self-confidence and were 
frustrated. 
In Thailand children are reared by several different 
approaches. They are autocratic (authoritarian), democra¬ 
tic (authoritative), laissez-faire, and overprotective 
rearing practices. The children in rural areas are 
typically raised by using laissez-faire and autocratic 
child rearing methods. Very few children are raised by 
using democratic and overprotective child rearing methods. 
However, in the urban area, educated parents raise their 
children most often by using democratic child rearing 
practices. Autocratic child rearing approaches are used 
less frequently. A very small percentage of urban parents 
use overprotective child rearing methods. 
For the teaching and learning at the Kindergarten 
level in Thailand, there is still no formal Kindergarten 
curriculum. Moreoever, the form of the Kindergarten 
curriculum is being debated from two opposite directions. 
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To some it seems that kindergarten can and ought to be 
strengthened in the direction of supporting more effective 
total learning and growth for young children in ways that 
matter to children, yet are significant in the eyes of 
adults. This approach does not focus on specific academic 
skills but supplies the background for them. To others it 
seems appropriate to hasten children's entry into formal 
skill learning by borrowing from upper grades and turning 
the kindergarten into a watered-down version of first 
grade (Horadal, 1989). 
According to Moore et al. (1979), readiness for 
formal school learning depends upon age-linked experience 
and knowledge contributing to certain cognitive-structural 
changes that facilitate conceptual learning. Attempts to 
speed up conceptual learning through specific training 
have been found ineffective while a wide range of ordinary 
life experiences appears fundamental for optimal cognitive 
readiness. Goodlad (1984) also believes that kindergarten 
teachers should not be pressured to teach reading, spel¬ 
ling or writing, but should be encouraged to use games, 
dance, stories, building with blocks and similar activi¬ 
ties to develop an appropriate foundation for latter 
development. Reading and writing should develop as a 
natural expression of the child's need to communicate. 
The progression from oral language to the written word is 
an extension that proceeds easily without the need for 
pressure. 
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From the positions above, we can understand the 
rationale for the two curriculum approaches that are being 
used in Thailand today. They are the "Academic Oriented 
Curriculum Approach" and the "Readiness Activities 
Oriented Curriculum Approach." 
The government of Thailand has as one of its major 
goals teaching children to think creatively. This goal 
has become a part of educational policies. This research 
study is designed to examine the influences of the 
curriculum approaches and child rearing practices upon the 
abilities of children to think creatively. There has been 
very little research done in this area. 
The Torrance Tests of Creative Thinking will be used 
as the indicator of creativity. It is the most widely 
used instrument in the area of creativity. In Thailand, 
Aree Rungsinan (1978,1986) translated and adapted the 
Torrance Tests of Creative Thinking Figural Form A to suit 
Thai students. This test was used by the Supervisory 
Unit, Department of Teacher Education, to measure the 
creative thinking of Thai children from kindergarten to 
primary grade four. 
Statement of the Problem 
Since Thailand is a newly industrialized country, it 
is important to develop citizens with creative thinking 
abilities in order to produce novel and productive ideas. 
Thai children are likely to have these qualities if they 
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are supported by their parents and schools when they are 
young. Therefore the researcher is interested in studying 
the creative thinking of five to six year-old students 
from different child rearing backgrounds to see whether 
there are differences in creative thinking. The 
researcher also would like to study the creative thinking 
of students who study in different types of curriculum 
approaches with the hopes that the results will be used to 
improve kindergarten curriculum in Thailand and to 
encourage higher creative thinking in children. 
Purpose of the Study 
The purposes of doing this study are: (1) to compare 
the creative thinking of kindergarten students from 
different child rearing practices, (2) to compare creative 
thinking of kindergarten students who participate in 
different types of kindergarten curriculum approaches, and 
(3) to identify some suggestions as to how to promote and 
develop creative thinking in children. 
Significance of the Study 
1. To help school administrators in planning and 
improving curriculum for kindergarten children in order to 
develop their creative thinking. 
2. To suggest to parents the ways they can raise 
their children to facilitate creative thinking. 
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3. To help kindergarten teachers recognize the 
creative thinking abilities of children in order to plan 
the curriculum. 
Scope of the Study 
The population that will be used in this study are 
five to six year-old kindergarteners and their parents or 
guardians in Bangkok, Thailand. 
Definition of Terms 
Parent or Guardian — refers to either mother, father 
or guardian who are responsible for the children in the 
sample. 
Kindergarten Students — are children between five 
and six years of age in the academic year 1990 in the 
Bangkok area. 
Child Rearing Practices — are the different methods 
which parents or guardians use to rear their children. 
There are three different methods: 
A. Democratic Child Rearing — or sometimes 
called Authoritative Child Rearing refers to a method 
of child rearing that emphasizes treating children 
with justice. Parents give love and warmth and do 
not use their authority to control or order their 
children without reasons. These parents explain 
their reasons to children when they support or reject 
children's behavior. In addition while explaining 
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their reasons, these parents will encouarge their 
children to express their opinions. Parents also 
accept their children's abilities. Parents who score 
high in democratic child rearing answers on the 
questionnaire will be in this group. 
B. Autocratic Child Rearing — or sometimes 
called Authoritarian Child Rearing is a method that 
emphasizes authority and control of the children. 
These parents impose their own reasons without lis¬ 
tening to their children. They want children to be 
disciplined and do as they are told. This group of 
parents will score high on the autocratic rearing 
scale of the questionnaire. 
C. Overorotective Child Rearing — refers to a 
method of child rearing in which parents always give 
love, help and protection to their children, almost 
never let their children participate in activities 
suitable to their age for fear that they will be in 
trouble or danger. Parents who score high in over- 
protective answers on the questionnaire will be in 
this group. 
Creative Thinking — refers to the ability of people 
to think in diverse ways. For this study, it consists of 
the following aspects as measured by the Torrance Tests of 
Creative Thinking Figural Form A: 
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A. Fluency — means the ability to answer 
questions rapidly and fluently and react with great 
quality in a limited period of time. 
B. Originality — means the ability to think 
and produce novel things. These ideas or opinions 
are always different from others. 
C. Elaboration — means the ability to think in 
details, to bring ideas to completion, and to make 
the image clear and complete. 
Curriculum — is the total learning experiences 
usually organized by the school system for students to 
master in accordance with educational objectives. Kinder¬ 
garten education in Thailand can be classified into two 
approaches: 
A. Academic Oriented Curriculum — is defined 
for this study as the school curriculum which empha¬ 
sizes the subject matter. The major purpose is to 
prepare preschool children for entering primary 
schools. Children are taught the subjects of 
Reading, Writing (Thai and English Language), and 
Arithmetic with little use of play, games, and 
activities. The teacher is the authoritative figure 
in the teaching and learning process. He/she 
determines what children have to learn by emphasizing 
rote learning and doing exercises in workbooks. He/ 
she rarely gives children a chance to express their 
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opinions freely. Parents and children do not cooper¬ 
ate in the teaching and learning process. 
B. Readiness Activities Oriented Curriculum — 
is defined as the school curriculum which provides 
preschool children with direct and concrete exper¬ 
iences through games, play, role-play, science pro¬ 
jects, and various activities. The major purposes 
are to broaden children's interests and to further 
develop their physical, social, emotional and intel¬ 
lectual skills. This teaching method encourages 
children to express themselves freely and to be able 
to choose their own activities. Parents also have a 




REVIEW OF THE LITERATURE 
The review of the related literature and research for 
this study will be organized using the themes of child 
rearing practices, preschool education and creativity. It 
includes the following: 
1. American Child Rearing Practices: An Historical 
Review 
2. Values and Concepts in Thai Child Rearing 
3. Styles of Thai Child Rearing 
4. Controversy about Types of Preschool Curriculum: 
Readiness Activities Oriented Curriculum and 
Academic Oriented Curriculum 
5. Educational System in Thailand 
6. History of Early Childhood Education in Thailand 
7. Recent History of Creativity 
8. The Torrance Tests of Creativity 
9. Creativity and Play 
10. Creativity and Child Rearing Practices in 
Thailand 
American Child Rearing Practices: An Historical Review 
Research into child rearing practices had its recent 
origins in the work of Baldwin (1945, 1948, 1949, 1955) 
who initiated observational studies of the child's home 
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environment. Parental interviews were supplemented by 
observations of parent-child interactions. He identified 
democratic and authoritarian dimensions to child rearing. 
As Baldwin put it, when the parent makes himself the 
source of the controls upon the child, he is following an 
authoritarian technique, when he merely communicates to 
the child the rules that exist, he is following a democra¬ 
tic technique. Included under democratic parenting were 
the parents' efforts to explain their actions and 
policies. 
Democracy in the home was found to be associated with 
warmth, that is, most highly democratic families provided 
strong emotional support for the child. Children from 
these homes were socially outgoing in both friendly and 
hostile ways. They participated actively in school 
events, expressed aggression and generally asserted them¬ 
selves quite strongly. Their bossiness and aggressiveness 
seemed to be socially successful and they enjoyed superior 
status in their group. Moreover, the democratic home 
environment seemed to promote intelligence, curiosity, 
originality and constructiveness. 
Children from autocratic families live with the 
expectations that they have needs that their parents are 
expected and obligated to fulfill. Children are expected 
to inhibit demands and begging, and in extreme cases they 
may not even speak before being spoken to. Parents' 
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demands take the form of edicts. Rules are not discussed 
in advance or arrived at by any consensus or bargaining 
process. Parents attach strong value to authority and 
suppress their children's efforts to challenge them. 
These youngsters were usually low in social interaction 
with peers and tended to be dominated by their peers 
during the interactions that did occur. These children 
also tended to be obedient. They were neither quarrelsome 
nor resistive, and they seemed to lack spontaneity, 
affection, curiosity and originality. 
Baldwin also described a style of child rearing that 
has come to be called overprotective. These children were 
highly indulged, babied and overprotected. They were 
relatively inactive, unaggressive, lacking in originality 
and of inferior social status. In addition, these 
children were apprehensive of physical activity and lacked 
skill in large muscle activity. These youngsters often do 
not experience the setting of clear limits, and there is a 
resulting anxiety on the part of the child who is con¬ 
cerned about limits and controls. Overprotection at the 
extreme may have the effect of teaching the child to be 
fearful of venturing into new and different situations 
with a corresponding loss of motivation to be involved 
with others (Layman, 1961). 
During the 1960s the study of child rearing took on a 
more systematic and scientific character. The use of high 
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speed computers made possible new avenues of research. It 
was suddenly possible to study a number of variables 
simultaneously. Prior to the introduction of computers, 
scientists studied one variable at a time. It was now 
possible to examine the simultaneous effects of parental 
disciplinary techniques, children's behaviors, and values. 
These initial studies made use of factor analytic 
techniques that permitted the integration and analysis of 
large data sets. The first breakthrough in this area came 
from Schaefer (1959) who analyzed the intercorrelations of 
variables from a number of studies showing that they could 
be ordered in a circumplex pattern with respect to two 
orthogonal variables: Love versus Hostility and Control 
versus Autonomy. 
The Schaefer (1959) model showed that a democratic 
mother would be one who is both loving and autonomy 
granting while a protective mother is loving and control¬ 
ling. On the other hand, an authoritarian mother would be 
one who is both rejecting and controlling. This model 
represented a substantial breakthrough for researchers 
because it provided a technique for integrating large sets 
of data. Much of the data in studies of child rearing 
typically involve variables that have fairly low inter¬ 
correlations. Factor analysis as a technique permitted 
the analysis of these data to show the underlying 
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variables. These underlying factors or variables provided 
a theoretical way of looking at child rearing. 
Becker (1964) examined parental styles using factor 
analysis technique. He identified three major dimensions 
of parent behavior: warmth versus hostility, restrictive 
versus permissive, and anxious emotional involvement 
versus calm detachment. 
Because of the absence of direct research relating 
emotional involvement versus calm detachment to disciplin¬ 
ary practices, Becker then classified the outcomes of a 
variety of research studies in terms of a fourfold 
typology of parenting based on two major dimensions: 
restrictive versus permissive and warm versus hostile. 
This typology provided a very succinct summary of a 
number of disparate studies. His work made clear that 
parenting was a very complex endeavor in which parents 
practiced in very different ways. These different styles 
of parenting had very different consequences for develop¬ 
ment. For example, he found that the combination of 
hostility and permissiveness produced maximum aggression, 
noncompliance and delinquency. Not only did Becker's 
model agree with the research literature, it also made 
good intuitive sense. Delinquency does indeed flourish in 
a situation in which there is permissiveness and hostility 
that is learned and copied by the adolescent and permits 
the acting out, noncompliant and aggressive behavior. 
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The next major advance in research came from Baumrind 
and Black (1967) who worked with data from observations 
and interviews. They identified four dimensions that were 
surprisingly orthogonal: consistent discipline, maturity 
demands, restrictiveness and encouragement of independent 
contacts. In a tripartite classification of patterns of 
parenting, Baumrind (1971; 1972) identified authoritative, 
authoritarian and permissive styles of parenting. 
Authoritative parents try to direct their children's 
activities rationally with attention to the issues rather 
than the children's fear of punishment or loss of love. 
They exert firm control when necessary, but they explain 
the reasoning behind their stands and encourage verbal 
give-and-take. They respect the children's interest, 
opinions, and unique personalities. Their children 
apparently feel secure in knowing they are loved and also 
in knowing what is demanded of them. As preschoolers, 
these children are the most self-reliant, self-controlled, 
self-assertive, and exploratory. 
Authoritarian parents try to control their children's 
behavior and attitudes and make them conform to a set and 
usually absolute standard of conduct. They value unques¬ 
tioning obedience and punish their children severely for 
acting contrary to parental standards. They are more 
detached, more controlling, and less warm than other 
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parents. Their children are more withdrawn, discontented, 
and distrustful. 
Permissive parents make few demands, allowing their 
children to regulate their own activities as much as 
possible. They consider themselves resources, but not 
standard bearers or ideal models. They explain to their 
children the reasons underlying the few family rules that 
do exist, consult with them about policy decisions, and 
hardly ever punish. They are noncontrolling, nondemand¬ 
ing, and relatively warm. These parents usually have the 
least self-controlled, self-reliant and exploratory 
children. 
Values and Concepts in Thai Child Rearing 
Thailand, the newly assumed name for the country 
known to the outside world as Siam, is no artificial 
designation. The people who inhabit it have called 
themselves Thai since earliest history. Thai means "free 
man;" their kingdom, "The Land of the Free." In all of 
Southeast Asia and Western Indonesia, Thailand is the only 
country which did not fall under European rule. It is 
bordered on the east and north by Indo-China under French 
rule and on the northwest by Burma, on the south by the 
Malay States under British rule and flanked by Indonesia 
under Dutch rule. 
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Thailand, with an area of some 195,000 square miles 
and a population of over 50 million, is approximately the 
same size as France. Thailand has two distinct climates: 
a tropical savanna climate in most parts of the country 
and a tropical monsoon climate in the southern and 
southeastern regions. There are three well-defined 
seasons: the Hot Season (March through May), the Rainy 
Season (June through October) and the Cool Season 
(November through February). Average temperatures are 
about 80 degrees Farenheit. 
Religion 
The state religion is Buddhism. The king is the 
"Upholder” of the "Faith" and the highest patron of the 
religion. All other religious groups are granted full 
liberty of worship. Buddhism, Mohammedanism, and 
Christianity are the most important religions in Thailand. 
Buddhism has been reformed since the old regime. 
Religious instruction was organized and special emphasis 
placed on the link between Buddhism and education. The 
school curriculum was composed of the history of Buddha 
and his teaching. The Young Buddhist Association was 
established in 1947. It is hoped that Buddhism as a 




The language is called "Thai." It is the principal 
language and is spoken only in Thailand. In the whole 
country there is only one main language, and it is under¬ 
stood by most of the inhabitants. This contributes to the 
uniqueness of Thais. The written language is alphabetic. 
Thai People 
The people of Thailand are of the Mongolian race. 
They form the largest group known as the Thais. They 
intermingled with Chinese, Mons, Burmese, and Cambodians 
in the earliest settlement. 
The caste system is absent in Thailand, and the 
majority of the people engage in agriculture. The royal 
families and a few old families form a small upper class, 
while military, naval, and civil officials are in the 
middle class. 
The customs and habits of the Thais are strongly 
influenced by their religions. The people are polite; 
they are courteous to strangers and elderly people, and 
have a high sense of respect for their elders. Because of 
the great respect for elders, there are no disciplinary 
problems in schools. The position of women is high; they 
are involved in business matters and social life. As 
Blanchard (1957) described: "the Thai wife in particular 
comes to play an important role socially. She has a voice 
19 
in village governmental affairs. She often represents her 
household at village meetings when her husband cannot 
attend; and she almost always does the buying and selling 
in the local marketing activities. Through her marketing 
activities, the Thai farm woman produces a sizable portion 
of the family cash income, and she not only handles the 
household money but usually as the family treasurer holds 
the purse strings. If she does not actually control the 
expenditure of the family income, she always has an 
important voice in the decisions concerning its use" (p. 
486) . 
Thai families in the past were big families or 
extended families. Apart from the family members, there 
were relatives as well as the servants who helped with the 
household chores and the family's occupation. Thai 
children grow up among family members and relatives. They 
have a relationship with people of different ages and 
different status, friends, pets and enjoy life in a 
natural environment. Small children are looked after with 
tender love and care. They are breasted amd sleep in 
cradles with lullabies sung to them. 
The study of literature, lullabies, folklore, and 
documents on child rearing reveals that the values and the 
concepts of Thai child rearing in the past according to 
Amornvivat et al. (1989) were as follows; 
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1. Children were taught verbally, through oral 
communication, aiming at building up obedience. 
2. Children learned from models and from their 
relationships with the environment in daily life in their 
family more than from the systematic teaching and training 
like the present time. 
3. Adults were good models for children. Respect 
for seniority was thus essential. 
The values that parents stressed in teaching children 
were the following seven characteristics: 
1. Respect of and obedience to senior people. 
2. Good manners. 
3. Diligence and responsibility. 
4. Gratitude. 
5. Knowledge and intelligence. 
6. Honesty. 
7. Strength and bravery for boys and qualities of 
homemakers for girls. 
At present child rearing in urbanized areas in 
Thailand has adopted many Western practices. This has 
been influenced by the mass media and the changes in the 
family's economy. The relationship between adults and 
children becomes less and children are further from 
natural environments. However, Thai child rearing in 
rural areas still bears some of the characteristics and 
the important values held in the past. 
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The values that are worth pursuing in child rearing 
at present are the following: 
1. Obedience and respect for seniority. 





7. Being economical. 
Amornvivat et al. (1989) conducted an ethnographic 
study of Thai ways of child rearing. Their research 
revealed the following complex patterns of child rearing: 
Freedom from Restriction 
Children are given the freedom to make decisions with 
regard to what to eat and what to wear as well as what 
activities to take part in. Later on children are 
encouraged to bath and dress themselves. Children are 
encouraged to play feely within the sight of adults. They 
are encouraged to eat anywhere and what they choose. The 
major restriction placed on children is a concern for 
their safety and cleanliness. Freedom is permitted as 
long as it does not unduly burden adults and/or increase 
the child rearing responsibilities. 
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Controlling with Some Negligence 
Parents and caregivers strike a careful balance 
between control and neglect. Children eat, sleep and play 
under the watchful eyes of adults. They are also directed 
with regard to table manners, social manners, ways of 
speaking, respecting adults and praying before they go to 
bed. Parents do not mind if children eat with their 
fingers. Children are often left at home with grand¬ 
parents though sometimes they are left home by themselves. 
However, the parents will make every effort to insure 
their safety and prepare food for them. Children are also 
responsible for some housework and are assigned household 
responsibilities. 
Acceptance Without Overt Expression 
Thai adults show affection to children from infancy 
through age three with hugs and kisses. After about three 
years of age, it is customary not to express affection 
through physical gestures. Love and acceptance are 
expressed through the use of negative words with the 
opposite meaning intended. For example, the message is 
conveyed through the tone of the voice and gestures. An 
adult may say, "This child is so ugly," while what is 
meant is that the child is so cute. A hard pat on the 
head is another sign of affection. Adults often 
reprimand, warn or instruct children even when even when 
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the children are behaving in an appropriate manner. 
Praising children is a pattern of behavior that is found 
in high status families, but this same pattern is seldom 
seen in the rural areas of the country. 
Model Behaviors 
Some of the behaviors that adults model for children 
have clear positive implications while others are more 
problematic. Adults are polite and and respectful toward 
elders and the monks, they work hard, do housework, earn a 
living and assist their neighbors. When children model 
these behaviors, they bring pride to their parents. On 
the other hand, children also imitate the adult behaviors 
of telling lies, playing tricks on others, cursing, 
fighting, smoking, drinking, being cruel to animals and 
buying illegal lotteries. Children also model the polite¬ 
ness that is shown to unacquainted people, the vow to give 
votive offerings when their wishes are fulfilled and the 
belief in superstitions. Mothers and grandparents are the 
sources of much of the behaviors that children model. 
Getting Children to Relate to the Environment. 
Participate in It. and Learn in a Natural Wav 
Children learn by participating in the ebb and flow 
of everyday life. They involve themselves in the natural 
environment, the family and the spiritual world. Children 
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learn through meeting their physical needs such as eating, 
deficating, resting, exercising, bathing, dressing and 
sleeping. They participate in the extended family and 
interact with brothers, sisters, relatives and friends and 
learn how to use the tools and appliances of the house. 
Children also participate in religious ceremonies, make 
merit at the temple, offer food and pay respect to their 
deceased ancestors. They participate fully in the 
spiritual life of the family and the community. Like all 
children, Thai children learn from their peers, and 
through peer relations they grow physically, emotionally, 
socially and intellectually. 
Using Verbal Behaviors and Not Giving Reasons 
Traditional Thai culture is an oral culture that 
relies on the word as the foundation of communication. 
Adults make ample use of storytelling, ordering, 
prohibiting, warning, threatening, reinforcing, cajoling, 
scolding, etc. The mood of the mother as well as other 
caregivers influences the manner in which verbal behaviors 
are used. When in a good mood, mothers will not repri¬ 
mand, scold or stop children. When in a bad mood, mothers 
will do exactly the opposite. Children learn to read and 
understand their mothers. 
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Use of Power 
Thai parents are not reticent about using power. 
Adults will employ both words and actions to force 
children to comply with instructions. Children have to do 
the bidding of adults. If children do not comply, adults 
will use louder voices and harsher words. If there is 
still disobedience, adults will threaten punishment or a 
lack of reward. As a final alternative, adults will 
resort to scolding and beatings. The use of power by 
adults is dependent upon the mood of the adult, the age of 
the child and consistency in the use of power. Small 
children are punished less than older children. The uses 
of power are made more complex by the fact that parents 
exercise power depending upon their mood. Inconsistency 
is also a hallmark of Thai children. This inconsistency 
extends to both verbal and physical punishments. When the 
changing moods of parents are taken into consideration, 
the complexities of Thai childrearing are revealed. 
Multiple Mothering 
Children, particularly in the villages, have extended 
families in which many relatives live in one house. These 
relatives, which include grandparents, aunts, uncles and 
cousins, are often involved in rearing children in the 
house. Older siblings also share in the child rearing. 
Parents often feel secure enough to leave children as 
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young as five or six to take care of their younger 
siblings with such responsibilities as: feeding, bathing, 
changing clothes. Neighbors are often "on call" to help 
with young children. 
Styles of Thai Child Rearing 
Thai educators and psychologists have found different 
types of child rearing practices that follow the patterns 
discovered by American researchers. Paorohit (1972) 
divided Thai child rearing practices into three types as 
follows: 
1. "Democratic child rearing practice" is a rearing 
method in which both parents take part in raising their 
children and share the family*s duties. The decision 
making is shared among family members. The children have 
the opportunity to express their fullest potential, and 
have responsibilities in the family's activities and to 
practice originality and decision making in small and big 
problems. 
2. "Autocratic child rearing practice" is a rearing 
method in which parents have the authority to control 
everything in the family. They set up all goals and rules 
for the children to perform. The relationship between 
children and parents is distant. 
3. "Laissez-faire child rearing practice" is a 
method of rearing in which parents do not use the reasons 
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with their children. They do not pay attention to them or 
usually allow children to do anything they like without 
helping or warning. 
Sawasdipanich (1972) classified Thai child rearing 
practices into three types as follows: 
1. "Permissive child rearing practice" is a method 
of rearing in which parents allow their children to do 
anything they like without warning or punishing. 
2. "Autocratic child rearing practice" is a method 
of rearing in which parents have the authority to control 
everything in the family. Children are not allowed to 
participate in the family decision making, and they have 
to do as they are told. 
3. "Democratic child rearing practice" is a method 
of child rearing in which parents do not use their 
authority to control or order their children without 
reasons. These parents usually explain their reasons to 
children when they support or reject children's behaviors. 
In addition while explaining their reasons, these parents 
will encourage their children to express their opinions. 
However, the children have to behave according to their 
parents' wishes. 
Chaname (1974) classified Thai child rearing prac¬ 
tices into six types as follows: 
1. "Overprotective child rearing" is a method of 
rearing in which parents give too much love, help, and 
attention to their children. 
28 
2. "Laissez-faire child rearing" is a method of 
rearing in which parents never pay attention to their 
children. Children can do anything they wish. 
3. "Ignoring child rearing" is a method of rearing 
in which parents never pay attention to their children and 
are never interested in children's behaviors. 
4. "Acceptive child rearing" is a method of rearing 
in which parents always pay attention to their children, 
give love to their children in the right way, and 
recognize the importance of their children. 
5. "Autocratic child rearing" is a method of 
rearing in which parents set up rules for their children 
to perform all the time. 
6. "Submissive child rearing" is a method of 
rearing in which parents submit to their children. They 
always allow their children to do anything they wish. 
They never object or scold their children. 
Bhanthumnavin (1977) classified Thai child rearing 
practices into four types as follows: 
1. "Love and acceptance child rearing" is a method 
of rearing in which parents express their love to their 
children openly. They allow their children to participate 
in family activities and they also understand their 
children. 
2. "Restrictive child rearing" is a method of 
rearing in which parents control and punish their children 
when their children behave against their wishes. 
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3. "Reasoning child rearing" is a method of rearing 
in which parents explain their reasons to the children 
when they support or reject children's behaviors. 
4. "Psychological punishment child rearing" is a 
method of rearing in which parents use verbal punishment 
when children do something wrong, for example, they tell 
their children that they will not love them any more or 
will withdraw their privileges if they misbehave. 
Controversy about Types of Preschool Curriculum: 
Readiness Activities Oriented Curriculum and 
Academic Oriented Curriculum 
Young children have an unquentionable thirst for 
knowledge, they take great pleasure in doing and their 
early learning can be facilitated and enhanced through 
preschool programs that provide them with a rich envi¬ 
ronment which they can explore under the guidance of 
teachers who are sensitive to the developmental needs of 
young children (Sava, 1987). Over the past two decades 
there has evolved a research literature that documents the 
importance of early childhood education. The importance 
of kindergarten is now widely accepted throughout the 
western and the developing world. 
The research literature shows the importance of a 
kindergarten experience in readying a child for first 
grade. There is wide-spread agreement that the free 
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atmosphere of kindergarten facilitates the exploration and 
curiosity of the developing mind. Children who attend 
kindergarten show more facility with language, are better 
adjusted to class routines, gain earlier control of motor 
coordination when they reach first grade than those who 
have not had a kindergarten experience (Hildreth, 1950). 
It is of importance to note that the positive influence of 
the kindergarten experience is not dissipated but contin¬ 
ues to influence development through the elementary 
grades. Schweinhart and Weikart (1980) make a stronger 
claim and propose that the lasting effects of early 
education influences school performance, job prospects and 
self esteem. Their research shows that children who 
attended the High/Scope Nursery Program were more 
committed to school and more task oriented when entering 
formal education than children who stayed at home. They 
further argue that it is cost effective to invest in early 
education as a means of preventing later school failure 
and dropouts. 
A debate has emerged in recent years as to whether it 
was possible to speed up cognitive development. A number 
of researchers have attempted to speed up cognitive devel¬ 
opment. Bereiter and Engelmann (1966) and Moore et al. 
(1979) have attempted to speed up conceptual learning 
through specific training. The research literature 
suggests that this instructional approach has not proven 
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to be effective, and that a wide range of ordinary life 
experiences appears fundamental for optimal cognitive 
readiness. Piaget (1977) has been in the vanguard of 
those who propose that adults can and should deepen and 
broaden the experiences of young children so that each 
stage of development creates a rich foundation for 
learning. Each stage must be accepted for what it is, a 
period of unique social, emotional and intellectual 
growth. 
Kindergartens are designed to meet the developing 
needs of the child and to serve as a preparation for first 
grade. Readiness includes the child's experience with the 
environment, people, and materials so that the youngster 
can build the requisite skills in the areas of physical, 
social, emotional and mental competence. Goodlad (1984) 
argues that kindergarten teachers should not be pressured 
to teach reading, writing, or spelling but should be 
encouraged to use games, dance, stories, building with 
blocks and similar activities to develop an appropriate 
foundation for later development. Reading and writing 
emerge as natural expressions of the child's need to 
communicate. The progression from oral language to the 
written word is an extension that proceeds easily without 
the need for pressure. 
Educators are becoming increasingly aware that 
maturity is not sufficient for development but appropriate 
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experiences interact with maturation to produce compe¬ 
tence. For example, success in reading is due not simply 
to maturation but also to the appropriate selection of 
experiences in such areas as visual and auditory discrim¬ 
ination, familiarity with language and print, and 
knowledge of letter names. These skills must be learned 
before the child is introduced to formal reading instruc¬ 
tion. A purely maturational approach to reading is not 
adequate and certainly not desirable (Spodek, 1985). 
Spillman and Lutz (1983) introduced the following 
criteria to establish guidelines, procedures and tech¬ 
niques for determining readiness for kindergarten: 
1. Chronological age — There is no optimum age for 
entry into school. There is some evidence that very young 
children may not adjust as well as though who are older. 
Girls tend to have greater linguistic skills upon entering 
school than boys. Boys are more likely to encounter 
difficulty in reading than are girls. 
2. Physical development — The research evidence 
suggests that it is critical to assess visual and auditory 
acuity as well as fine and gross motor development. 
3. Social-emotional development — Younger children 
have more social-emotional problems than their older 
counterparts. Most screening instruments include measures 
of self-image and social-emotional characteristics. This 
area is critical in determining readiness for kinder¬ 
garten. 
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4. Conceptual development — Basic skills such as 
recognizing colors, recognizing coins, counting on a one- 
to-one basis and being able to conceptualize categories 
are important skills in the process of cognitive develop¬ 
ment. 
5. Language development — Language development is 
integral to the processes of cognitive development. Such 
skills as listening to others, taking turns, making 
decisions, experimenting, and taking responsibility are 
cognitive skills whose importance spills over into the 
different areas of a child's life. 
For some time early childhood educators have debated 
what should be taught to young children in preschool and 
kindergarten. Traditionally, the curriculum for young 
children was intended to help them grow intellectually, 
physically, emotionally and socially. Children were 
encouraged to learn through concrete experiences with the 
world around them. Children are encouraged to touch, 
feel, smell, hold, measure, look, etc. There is an 
emphasis upon an active classroom that encourages play, 
art, music, rhyme, stories, etc. 
The continuing emphasis upon academic achievement has 
resulted in curricula from the upper grades being placed 
in kindergarten classes. The result is that inappropriate 
teaching methods and expectations are becoming more fre¬ 
quent. As a consequence children face stress and 
34 
educational burn out in elementary schools. Not only is 
there stress, but children face an increasking likelihood 
that they will experience failure. Children who are 
simply presented with an already structured curriculum 
never experience the delight of teaching themselves, 
discovering, inquiring and raising questions that have 
meaning (Elkind, 1987a, 1987b). 
Alienation occurs when children engage in learning 
without meaning. Forcing children through age-graded 
standards and testing procedures is ultimately ineffi¬ 
cient. Drill and practice provide a very narrow founda¬ 
tion for later learning. Curiosity and inquisitiveness 
provide a more appropriate and broader foundation for 
learning. This is not to suggest that there is no place 
in kindergarten for practice and drill, but this approach 
should not have a central place in the curriculum. 
Being literate is not enough, rather the abilities to 
discover and inquire are the foundations upon which 
literacy should be based. The learning of attitudes and 
values are much more central to literacy and development 
than is often noted. The increasing complexity of every¬ 
day life requires that we educate our children to be 
thoughtful, reflective and curious human beings. Faith in 
the constructive, playful, inventive, hopeful nature of 
children is the appropriate developmental foundation of 
learning. The active participation of the child is 
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central to learning and to the fostering of the thought¬ 
ful, reflective young people who will encounter the 
complexities of a rapidly changing world (Weber, 1984). 
A full year kindergarten is also a means of provi¬ 
ding a smooth transition between home and school. It is 
important for children to begin school with the confidence 
and the skills to become self-directed learners. Parents 
should be welcome in kindergarten and in all the grades 
that follow. A collaborative relationship between kinder¬ 
garten teacher and parents is important for the child. 
Educational System in Thailand 
The Thai educational system is divided into four 
levels. These levels include preschool education, elemen¬ 
tary education, secondary education, and higher education. 
Preschool education is now optional. The aims of 
preschool education is to encourage the harmonious 
physical, intellectual, emotional, and social development 
of the child prior to formal education. Kindergarten 
education takes two forms: two-year kindergartens are 
offered for four to six year-old children and one year 
pre-elementary classes are offered at public elementary 
schools for six year-old children in the target areas 
where children are faced with either social, cultural or 
economic problems which have hampered their effective 
participation in the primary school system. 
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Elementary education requires six years to complete. 
It is compulsory and free of charge. All children at the 
age of seven are required by law to attend elementary 
school. Children must remain in school through the 
completion of elementary school or until they reach the 
age of fifteen. Children who grow up in rural areas often 
leave school at the end of grade six. 
Secondary education is divided into two levels: In 
the lower secondary education level, students are required 
to take certain foundation subjects that are supplemented 
by electives. At the upper secondary education level, 
students specialize in certain program areas which they 
may often follow in higher education or in their career. 
Higher education is offered in various forms: 
college, university, and specialized instituitions. After 
graduating from upper secondary school, graduates can 
pursue higher education by taking entrance examinations. 
General university programs take four years to complete, 
except architecture which requires five years and medical 
school which requires six years. 
There are government ministries which are responsible 
for the different levels of education in Thailand. The 
Ministry of Education is responsible for preschool, 
elementary, secondary, teacher, and vocational/technical 
education. The Office of the National Education Commis¬ 
sion, directed by the Prime Minister, is responsible for 
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long term policy and planning at all levels of education. 
Finally, the Ministry of University Affairs is responsible 
for both public and private higher education. 
Education is considered a key factor in the 
development of Thailand. Its overall aim is the creation 
of an independent economy and social harmony. Care is 
taken in the development of social and educational policy 
to insure that education is linked to economic, social and 
cultural goals. Much of this effort is to be found in the 
Sixth National Economic and Social Development Plan (1987- 
1991). The emphasis in this plan is on the qualitative 
improvement of education at all levels of education. The 
plan links formal and non-formal education particularly as 
it relates to religion, culture and the improvement of 
life. All educational activities are based upon equal 
educational opportunity for all (Ministry of Education, 
1987) . 
History of Early Childhood Education in Thailand 
In Thailand preschool education is not mandated in 
the public sector. It is primarily the responsibility of 
the private sector though administered by the government. 
The private sector is encouraged to participate to the 
maximum extent possible, while the government restricts 
its participation to the establishment of model demonstra¬ 
tion schools (Ministry of Education, 1977). 
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Preschool programs, day care, nursery schools and 
kindergartens are offered by the private sector. Bangkok 
and its suburbs are where most of these programs are 
located. Two kinds of preschool programs are encouraged 
and supported by the Ministry of Education: a two year 
kindergarten in every provincial capital to serve as a 
model for entreporeneurs who wish to open their own and a 
one year pre-elementary school in target areas where 
children are limited to social, cultural and economic 
circumstances (Ministry of Education, 1983a). The average 
age of entrance into kindergarten and pre-elementary 
classes are six and four, respectively. 
A survey by the Office of the National Primary Educa¬ 
tion Commission (Ministry of Education, 1983b) found a 
disparity between the quality of elementary education in 
urban and rural areas. It found that differences in 
financial support were largely responsible for differences 
in educational outcomes. At the preschool and elementary 
levels, children in urban areas were more likely to parti¬ 
cipate in the educational system than children in rural 
areas. 
Kindergartens have been used to achieve a number of 
different goals: teaching Buddhist philosophy, building 
proper health habits, teaching academic content, prepara¬ 
tion for elementary schools as well as encouraging harmon¬ 
ious physical, intellectual, emotional and social 
development. 
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Preschool education aims at getting children ready 
for compulsory elementary education. Education at this 
level may be formal or informal (out of school). It may 
take place in a nursery home, a child center, or in a pre¬ 
elementary or kindergarten class (Ministry of Education, 
1983a). 
There are six government agencies that have responsi¬ 
bilities for preschool education: 
1. Office of the National Primary Education 
Commission. 
2. Office of the Private Education Commission. 
3. Department of General Education. 
4. Department of Teacher Education. 
5. Office of University Affairs. 
6. Municipal. 
The Ministry of Education is responsible for setting 
the guidelines for both public and private preschools. 
However, public and private preschools often ignore these 
guidelines. There are several reasons for the lack of 
compliance. First, the teacher at the preschool level is 
viewed as the individual responsible for the development 
and modification of the curriculum. Unfortunately, most 
teachers lack the proper knowledge, training and 
education. There is a pressing need for teachers who are 
knowledgeable about the principles of learning, child 
growth and development and the fundamentals of education. 
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The most frequent lack is knowledge of the curriculum and 
teaching methods that are appropriate for young children. 
Thailand's preschool education has been expanding 
into the elementary schools in recent years. Teachers who 
used to teach in the elementary grades are being 
reassigned to the preschool level. They have not taken 
the appropriate courses in child development or methods of 
teaching. These teachers usually apply the methods and 
materials of the elementary school to kindergarten and 
pre-elementary classes. There is, as a consequence, a 
pressing need for in-service education. 
The Sixth Education Development Plan 1987-1991 
(Ministry of Education, 1987) has focused on the quality 
of preschool personnel and education. The plan stated 
that teachers, caretakers and supervisors should have 
appropriate knowledge of teaching methods, activities and 
experience that meet the developmental needs of young 
children. 
Unfortunately, most parents expect kindergarten 
teachers to teach reading, writing and arithmetic. They 
evaluate the quality of a program on the basis of academic 
achievement rather than physical, emotional and social 
development. Litsopsomporn (1980) interviewed parents who 
had children in a kindergarten that emphasized readiness 
skills. He found that some parents were afraid their 
children would rather draw and paint than read and write. 
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Triamdumrongk (1980) interviewed parents whose chil¬ 
dren were enrolled at the Samsaen Kindergarten that empha¬ 
sized the total development of the child. She found that 
most parents wanted their children to learn reading and 
writing in addition to readiness skills. 
The problems of educating young children are compli¬ 
cated further by the practice of parents sending their 
children to school earlier than is permitted by law. 
According to the Office of the Prime Minister (1987), 
thirty percent of children are not yet seven years of age 
when they begin first grade. 
Most kindergartens are in the private sector and 
teach academic subjects in order to please parents. They 
ignore expert opinion in order to attract customers. The 
children who attend these programs spend their days lear¬ 
ning academic subject matter. The government is concerned 
about this matter. Therefore, the Office of the National 
Education Commission was directed by the Prime Minister to 
develop guidelines for appropriate curriculum of pre¬ 
elementary and kindergarten classes (Office of the Prime 
Minister, 1983). 
The evidence shows that there is no advantage to 
academic instruction for young children. Thongsawat 
(1977) compared the academic achievement of children who 
attended an academic kindergarten with those who attended 
a child development kindergarten. There were no 
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significant differences in academic achievement, and those 
who had attended the child development program were more 
advanced in social and emotional development. Boonsue 
(1977) conducted a similar study and found no significant 
differences in academic achievement. 
Tewarux (1981) compared children who attended an 
academic kindergarten with those who attended a readiness 
kindergarten. She found: 
1. No significant differences in academic achieve¬ 
ment between the two groups. 
2. The children who attended the academic kinder¬ 
garten were less motivated to participate in classroom 
activities. 
3. The classroom atmosphere of the academic kinder¬ 
garten was more formal and serious. 
Tewarux concluded that kindergartens which provide a 
variety of activities and experiences for children to 
prepare them for first grade do not delay academic 
achievement. Moreover, these kindergartens facilitate the 
physical, social, emotional and intellectual development. 
Summary 
There is mounting evidence that the preschool and 
kindergarten years are critical to later development. A 
too early start can lead to stress, failure and frustra¬ 
tion. Children who fall behind during the early years 
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because they can't keep up to early academic pressures may 
be needlessly sacrificed. An appropriate developmental 
experience will better prepare young children for the 
elementary grades. 
Thailand, at this time, is still involved in a debate 
between those who advocate a readiness/developmental 
curriculum and those who advocate an academic orientation. 
The outcome of this debate is likely to have important 
consequences. Given that the early years of childhood are 
critical to later development, the outcome of the debate 
will influence the character, development and personali¬ 
ties of young children. For a developing nation such as 
Thailand, the outcome of this debate may have important 
consequences. 
Recent History of Creativity 
The history of creativity is usually traced to 
Galton's (1870) epic work. Hereditary Genius. This study 
set the methodology and purpose of research for decades to 
come. He traced the history of prominent men in England 
and reached the conclusion that it was heredity which was 
the most likely causal agent in the production of genius. 
The study of families became the model for researdh 
because it was heredity that was taken to be the causal 
agent in creativity and genius. This study had a close 
fit with the scientific thinking of the time which was 
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under the influence of Darwin's The Origins of the 
Species. The rise of men of talent and creativity was 
assumed to be the result of the working of natural 
selection and of natural meritocracy. 
Stein (1968) traced the history of the study of crea¬ 
tivity in the social sciences and defined creativity as a 
process with overlapping phases that takes time and 
results in novelty that occurs in a social context. As a 
process creativity consists of preparation, incubation, 
illumination and verification (Wallas, 1926). Kris (1952) 
defined the time dimension as consisting of inspiration, 
elaboration and communication. The second characteristic 
of creativity is that it eventuates in a novel product. 
Product usually means theory, art object, mechanical 
device, etc. The third characteristic of creativity is 
that it occurs in a social context. The problem in 
research on creativity is that it is difficult to 
conceptually link time, product and context. 
Guilford (1956) provided a theoretical research 
agenda for researchers on creativity when he introduced 
the concept that there was an intellectual process 
underlying creati- vity, and that process was divergent 
thinking. The concept of divergent thinking emerged from 
Guilford's Structure of Intellect Model. Kogan (1983) 
defined children's creativity as referring to performance 
on the divergent type item developed by Guilford. Between 
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the development of Guilford's model in 1956 and Kogan's 
review, divergent thinking became synonymous with 
creativity in children. 
Ideational fluency is the component of divergent 
thinking which has been at the center of research. 
Ideational fluency is defined here as the number of ideas 
elicited by a stimulus in a divergent thinking task. For 
example, tell me how many different ways a brick can be 
used. At times fantasy, artistic expression and playful¬ 
ness have been used as criteria but these approaches have 
never gained a prominence in the field. At times they are 
considered as correlates of divergent thinking in 
construct validation research. 
This development has had its critics especially 
Wallach (1971) who made the following arguments: 
1. Ideational fluency is an imperfect predictor of 
real world creativity, therefore, it is unreasonable to 
treat them as equivalent. 
2. Following from this is the view that the search 
for correlates of ideational fluency is of little value 
where the aim is to delineate likages with genuine 
creativity. 
3. Similarly all experimental efforts to enhance 
ideational fluency are misguided because such enhancement 
in no sense implied that the individual's real level of 
creativity has been increased. 
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Wallach's point of view has not convinced 
researchers, and studies of divergent thinking have 
continued. One of the first efforts to get underway was 
the empirical clarification of divergent and convergent 
thinking. Convergent thinking involves the production of 
one correct solution to a problem while divergent thinking 
involves the production of multiple solutions or hypothe¬ 
ses. The controversy surrounding the distinction between 
one versus many solutions to a problem has been inflated 
to stand for the question of whether creativity and 
intelligence are the same. Creativity is assumed to 
involve many possible solutions while intelligence is 
assumed to aim at one solution. Kogan (1983) argues that 
it is indeed possible for separate convergent from 
divergent thinking as distinct factors. 
One interesting hypothesis which emerged from the 
literature was the question of whether divergent thinking 
or creativity was context specific. It was suggested that 
creativity was more easily measured in a relaxed, untimed 
and gamelike context. This issue was examined by Wallach 
(1971), and he argued that context was not a powerful 
influence and divergent thinking could be identified in 
both test-like and game-like circumstances. Hattie (1977) 
is in agreement with Wallach, and his data also shows 
divergent thinking is not context dependent. 
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The processes underlying divergent thinking have been 
the object of continuing research. Wallach (1970, 1971) 
argued that the major factor underlying divergent thinking 
was breadth-of-attention deployment. This construct 
refers to extensive and adaptive scanning of the external 
environment and memory storage. Such scanning is assumed 
to take place in an associational rather than a logical 
manner. Wallach's argument represents a sharpening of the 
concept of ideational fluency such that the breadth-of- 
attention deployment concept describes more precisely what 
students are doing in divergent thinking tasks. Young¬ 
sters who score high on divergent thinking are much more 
likely to seek out cues in the external environment as an 
aid to responding. In a counter to the creativity hypo¬ 
thesis, Wallach also suggested that youngsters who score 
high on divergent thinking are: suggestible, obsessive 
and susceptible to experimenter demands. 
Harrington, Block, and Black (1983) have argued that 
it is not simple fluency that is critical in creativity or 
divergent thinking but rather quality of the response. 
Their research suggests that quality of responses is most 
often associated with external criteria of creativity of 
teacher ratings. According to Kogan (1983) it is in the 
area of play that the most substantial and promising 
relations between divergent thinking, quality of idea¬ 
tional fluency are to be found. Particularly in the area 
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of fantasy play, there seems to be an immense possibility 
of showing the relations between quality of ideation and 
the production of fantasies. At the same time Wallach 
points out that there has been very little research in 
this area. * 
The Torrance Tests of Creativity 
E. Paul Torrance (1966, 1974) has developed a series 
of tests of creativity based on Guilford's Structure of 
Intellect Model. Although he has maintained that the 
tests are experimental, these tests have become the most 
widely used tests of creativity with young children. His 
research represents an important effort because its aim is 
to identify some of the critical variables that are 
involved in the education of young children. At a time 
when American education is coming under increased criti¬ 
cism, and invidious comparisons are being made to the 
educational accomplishments of other nations, Torrance's 
research represents an effort to identify those variables 
that are central to creativity and to classroom perfor¬ 
mance. Through the appropriate use of curriculum in the 
classroom, as suggested by the tests, it may be possible 
according to him to improve the quality of education. 
Torrance (1977) defined creativity as the process of 
sensing problems or gaps in information, forming ideas or 
hypotheses testing, modifying these hypotheses and 
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communicating the results. The process may lead to any 
one of several kinds of products: verbal and nonverbal, 
concrete and abstract. The four basic aspects of creative 
thinking are: fluency, flexibility, elaboration, and 
originality.* 
Fluency refers to the ability to generate many ideas, 
generally, the greater the number of ideas a person 
generates, the more creative the person is with regard to 
a specific task. 
Flexibility involves suggesting ideas that fall into 
many different categories. It refers to the number of 
different kinds of ideas a person thinks of when faced 
with a problem. Generally, the more different kinds of 
ideas a person thinks of, the more creative that person is 
with respect to the problem. 
Originality occurs when people produce unusual and 
unique responses. By originality we mean the uncommon or 
rare; the less common ideas are, the more original they 
might possibly be^ 
Elaboration is the extending of ideas and building on 
those ideas by supplying many details. In other words it 
is the ability to fill in details. 
The Torrance Tests of Creative Thinking consist of 
two types of tests, one figural, the other verbal. Both 
tests measure the same four variables: fluency, flexi¬ 
bility, elaboration and originality. 
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The figural test, called Thinking Creatively with 
Pictures (Booklet A), consists of three subtests or 
activities. The first activity is called Picture 
Construction. The student is given a green egg-shaped 
object made of construction paper and told to locate it 
anywhere he chooses on the page of his booklet. It is to 
serve as part of the picture he is then to draw. Instruc¬ 
tions stress drawing an idea that "nobody else will think 
of." The second activity, Picture Completion, informs the 
student with ten apparently randomly drawn combinations of 
lines. The task is to complete pictures incorporating 
each of the given configurations. The last activity of 
the tests is called Parallel Lines. In this test thirty 
pairs of vertical parallel lines are to be converted into 
separate drawings, and the learner is to avoid repeating 
himself. 
Each activity takes ten minutes. After finishing the 
first activity, the students go on to the next ones. All 
three activities require thirty minutes to complete, with 
additional time required for instruction. 
The verbal test, called Thinking Creatively with 
Words, consists of seven activities. The first three 
parts, labeled Ask and Guess Activities, will engage 
students in constructing hypotheses, causes, and 
consequences. These activities are clearly related to 
productive thinking in scientific areas. A fourth 
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activity is Product Improvement. Either a drawing or a 
model of a stuffed toy elephant is provided, and the 
learners are ased to indicate how it could be improved so 
it would be more fun for children to play with. Other 
activities, Unu.sual Uses and Unusual Questions, are also 
closely derived from Guilford's Uses of a Brick Test. 
Torrance asks the children to generate all the use they 
can think of for either a tin can or a cardboard box, and 
subsequently to ask all the questions they can think of 
about the same object. The final part of the test is a 
Just Suppose Activity. For example, the students may see 
a sketch of clouds with strings attached to them, 
descending toward the ground. They are told this is a 
pretty unlikely situation, but just suppose clouds did 
have strings. What would all the consequences of the 
phenomenon be? 
Over the past several decades, a number of studies 
have been conducted to determine if there is a relation 
between style of classroom and divergent thinking or 
creative abilities. A review of these studies by Kogan 
has produced equivocal results. Kogan begins his meta¬ 
analysis by pointing out that the dichotomy between 
traditional and open classrooms is really a continuim. An 
early study by Haddon and Lytton (1971) with eleven to 
twelve year-old children found that children in an open 
classroom situation scored significantly higher on 
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divergent thinking tests than did children in traditional 
classrooms. A similar finding was reported by Wilson, 
Stuckey and Langevin (1972). These studies were brought 
into question by a series of studies during the mid- 
1970's. Ramey and Piper (1974) using children from the 
first, fourth and eighth grades; Wright (1975) using fifth 
graders? and Forman and McKinney (1978) utilizing second 
grade subjects failed to find a relationship between open 
classrooms and divergent thinking. 
Thomas and Berk (1981), in a well-controlled study, 
did find a relationship between high scores on divergent 
thinking tasks and open classrooms. In addition Solomon 
and Kendall (1976) found that only one of the child-type 
clusters, "compliant, conforming orientation," had any 
impact on creativity, with more compliant children 
receiving higher divergent thinking scores in the open- 
classroom atmosphere. 
Trickett (1983) studied first grade children selected 
from traditional, vopen, and mixed classrooms and found 
that girls who were high in divergent thinking received 
higher ratings for school involvement, self-reliant 
learning, achievement anxiety, and likability, but not for 
boys. In addition there were no significant interactions 
observed between divergent thinking and classroom setting 
in respect to behavior outcomes. In other words for the 
first grade girls, divergent thinking on the whole was 
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associated with positive behavioral outcomes regardless of 
classroom setting. 
Adams (1968) found that students tested under non¬ 
competitive conditions scored higher on tests of spontan¬ 
eous flexibility than those tested under competitive 
conditions. Moreover if the examiner was warm and 
receptive, students did even better. These findings have 
since been corroborated in a large number of more recent 
studies which are reviewed and summarized by Slavin 
(1980). Among other things the studies indicate that 
cooperative teaching methods (when students work in small 
groups and received rewards based on group rather than 
individual performance) lead to "increased student 
achievement, positive race relations in desegregated 
schools, mutual concern among students, student self¬ 
esteem, and other positive outcomes" (p. 315). 
As mentioned earlier Kogan (1983) has pointed out 
that it is difficult and, perhaps, impossible to draw a 
firm distinction between open and traditional classrooms. 
He proposed that these two forms of classrooms were a 
continuum. This point seems obvious, but it is difficult 
to identify the other variables of importance. The 
literature suggests that boys and girls react differently 
to open and traditional classrooms. It is also likely 
that the teacher's style is a matter of importance. It is 
possible for a teacher to be warm and caring within the 
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context of a traditional classroom. Though the literature 
does strongly suggest a relationship between creativity 
and style of the classroom, more research is necessary to 
clarify the relationships. 
* 
Creativity and Play 
It is very easy to envision a relationship between 
creativity and play. As we watch children playing, it is 
tempting to see children engaged in creative activities. 
The fluent manner in which children engage in fantasy 
episodes seems closely related to fluency of ideas. The 
divergent thinking of older children seems related to the 
divergent uses to which children employ objects in pretend 
play. Unfortunately a body of researcyh has not emerged 
that links play and creativity. One might ask why there 
has been so little research on play and creativity. 
The most obvious impediment to research in this area 
is the lack of an instrument to measure creativity in 
preschool children. It is very difficult to develop 
reliable instruments for very young children. There is a 
rule of thumb in the area of testing, namely, the younger 
the children used in the testing, the less reliable is the 
outcome. The problem of the definition of creativity in 
young children is also substantial. How shall we validate 
creativity in young children? The setting of the 
criterion is at the center of the problem of construct 
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validation in the area of creativity. Even though these 
problems are daunting, some researchers have set about to 
examine the relations between creativity and play. 
According to Kogan (1983) divergent thinking and play 
entail cognition,and behavior that extend or transform the 
central functional purposes of stimulus objects. In each 
case the child searches for alternative methods of 
relating to an object. In the 1970's a number of studies 
concerned with "playfulness" appeared that were concerned 
with the identification of episodes of playful behavior. 
Lieberman (1977) found that teachers' ratings of playful¬ 
ness were related to ideational fluency, spontaneous 
fluency, spontaneous flexibility and originality. Similar 
findings were reported by Singer and Rummo (1973) though 
interestingly the findings of a relationship between 
playfulness and divergent thinking held true for boys but 
not for girls. 
Johnson (1976) observed play behavior in working 
class children during free play. He drew a distinction 
between fantasy play and social play. He used the Peabody 
Picture Vocabulary Preschool and Primary Scales of 
Intelligence to measure convergent thinking and alternate 
uses and story completion tasks to assess divergent 
thinking. He, too, found a strong and significant 
relation between fantasy play and divergent thinking, but 
the effects were stronger for girls than for boys. 
56 
Dansky and Silverman (1975) and Dansky (1980a) 
examined the relations between episodes of play behavior 
and creativity. In these research studies Dansky and 
colleagues showed that there is a relationship between 
play and divergent thinking-like tasks. Divergent 
thinking was measured through the use of an alternate use 
task. Again it was found that students who engaged in the 
most play episodes also engaged in more skillful alternate 
use tasks. The common theme in these related activities 
is that it is assumed that a common cognitive skill is 
necessary for both. In a related study Dansky (1980b) 
also found that it was possible to train students to 
engage in fantasy play, and this training generalizes to 
other situations. 
Many research studies have shown that play can 
enhance both divergent and convergent thinking (Smith and 
Dutton, 1979; Saltz, Dixon, and Johnson, 1977). However, 
the question still remains on how constrasting play 
materials affect subsequent performance on divergent and 
convergent problem-solving tasks. 
Pepler and Ross (1981) tried to answer the above 
question. They examined the effects of play experiences 
on convergent and divergent problem-solving with three and 
four year-old middle-class children. They found that 
children who had divergent play experiences were more 
imaginative in their responses to divergent problems and 
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gave more unique responses to divergent-thinking tasks 
than children who had convergent play or nonplay exper¬ 
iences. Similar findings were reported by Dansky (1980b) 
and by Smith and Dutton (1979). On the other hand, 
convergent play was more likely to enhance performance 
exclusively on convergent-thinking tasks. In sum the 
Pepler and Ross (1981) work suggests that play experience 
is an effective method in shaping problem-solving 
abilities by relating the type of play experience to the 
desired learning effects. 
Berretta and Privette (1990) investigated the 
immediate influence of flexible and highly structured play 
on the creative thinking of one hundred eighty-four (184) 
eight to eleven year-old students. Following either 
flexible or highly structured art, drama, and playground 
activities, students' performances on the Torrance Tests 
of Creative Thinking were evaluated. Students who 
participated in the flexible play experiences showed 
significantly greater creative thinking than students 
participating in the highly structured play experiences. 
No significant differences were found between boys and 
girls. 
In summary it can be argued that there is a relation¬ 
ship between divergent thinking and fantasy play. The few 
studies that have been done require replication and exten¬ 
sion. Play then becomes the bridge that links school and 
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home. Children who are encouraged to engage in play in a 
variety of settings would be more likely to engage in 
divergent kinds of thinking. 
Creativity and Child Rearing Practices in Thailand 
As a consequence of being a developing industrial 
nation, educational policy makers in Thailand have been 
concerned to improve and accelerate the intellectual/ 
creative skills of its young people. Over the past twenty 
years, there has been a continuing concern with the 
improvement of the educational achievements of students in 
schools. Thailand is also a country in which many tradi¬ 
tional child rearing practices take place, and there have 
been questions raised with regard to the relationship be¬ 
tween child rearing practices and creativity in 
youngsters. It is often presupposed that improving the 
creativity of young people is somehow linked with 
different kinds of schooling and child rearing. To study 
this question a series of research studies were undertaken 
to explore these relationships. 
Getkham (1972), Kittipornchai (1972), Panmai (1973), 
Paepech (1974), Dithyaem (1974) and Prontadavit (1981) 
have conducted studies which were concerned with 
explicating the relations between child rearing practices, 
classroom practices and the growth of creativity. The 
first research effort in this area was undertaken by 
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Getkam (1972) who investigated the creative thinking in 
tenth grade youngsters from a Thai provincial center, 
Sukothai. The test by Sawai Laemkale and Prasit Buokli 
was adapted from the measures developed by Wallach and 
Kogan. The Laemkale and Buokli measures included: 
alternate uses, similarities, pattern meaning and line 
meaning subtests. There was no relationship between 
democratic (loving) child rearing style and creativity or 
between the autocratic (demanding) style of child rearing 
and creativity. 
The Wallach and Kogan measures were used by Kitti- 
pornchai (1972), but she used only the similarities and 
line meaning subtests. The autocratic style of child 
rearing was found to be negatively related to creativity. 
Punishment was used most often by families from low 
educational backgrounds. No differences were found 
between boys and girls with regard to child rearing and 
creativity scores. 
Panmai (1973). used the Torrance Tests of Creative 
Thinking with seventh grade students. She found that 
there was no relationship between democratic child rearing 
and creativity. There was not a significant difference 
between high, medium and low groups of democratically 
reared children. Panmai did find a significant relation¬ 
ship between fluency and flexibility, fluency and 
originality, and flexibility and originality. 
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Paepech (1974) also used Laemkale's adaptation of the 
Wallach and Kogan Test with children in grade ten who were 
age fifteen. He found a positive relationship between 
creativity and democratic child rearing practices. There 
was not a significant relationship between parental over¬ 
protection and creativity. 
Dithyaem (1974) studied the symbolic divergent think¬ 
ing abilities of children in grades one to seven and ages 
seven to fourteen in Bangkok. She studied three aspects 
of divergent thinking: fluency, flexibility and 
originality. She found that these abilities developed in 
a linear fashion from grades one to seven. 
The Supervisory Unit, Department of Teacher Educa¬ 
tion, Thailand (1978, 1979) investigated creative thinking 
in Thai children from kindergarten to ninth grade. The 
subjects were 6,041 selected randomly from every part of 
Thailand. The Torrance Test of Creative Thinking, Figural 
Form A, was used as an instrument to study the fluency, 
originality and elaborative aspects of children's 
creativity. It was found that fluency increased from 
kindergarten to fourth grade and then was constant until 
seventh grade. There was a drop in fluency from seventh 
to ninth grade. Originality of children decreased from 
kindergarten to first grade and steadily increased until 
fourth grade. There was a little drop at fifth grade, and 
then it increased a little until ninth grade except for a 
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drop at eighth grade. The other aspect, elaboration, 
slowly increased from kindergarten to fifth grade, and was 
fairly constant thereafter. In sum creativity of Thai 
children distinctly increased from kindergarten to fourth 
grade and remained constant thereafter, except for a drop 
at eighth grade. 
Prontadavit (1981) used the Torrance Tests of 
Creative Thinking (Figural Form A) with children in the 
eighth grade who were thirteen years of age. He studied 
three styles of child rearing: over-indulgence, domina¬ 
tion and democratic. He found no significant differences 
in fluency among the three different child rearing 
strategies. He also found no significant differences in 
originality among the overindulgent, dominating and 
democratic child rearing practices. However, there were 
significant differences on the elaboration subtest between 
the three different groups with the youngsters who exper¬ 
ienced democratic child rearing practices scoring higher 
than those children who experienced indulgent and 
dominating rearing practices. 
He also found that democratic child rearing practices 
were related to fluency and originality but not to elabor¬ 
ation. He also found that in the domination style of 
child rearing, there was a relationship to elaboration but 
not to fluency and originality. The over-indulgent style 
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of child rearing was not found to be related to elabora¬ 
tion, fluency or originality. 
These studies show a persisting concern among Thai 
educators to improve the creativity of Thai children. The 
measures which were used have been based on Guilford's 
concepts of divergent and convergent thinking. These 
paper and pencil measures of creativity have become the 
criterion by which creativity is measured. Educational 
policy makers in Thailand are concerned to improve the 
education of its children. This task is made more 
difficult by school systems that rely on very traditional 
teaching methods and parents who have made use of very 
traditional and autocratic child rearing strategies. The 
concern for the improvement of creativity is a way of 
looking for improvement in the education of Thai children. 
Past research has suggested that it may be possible 
to find a relationship between child rearing and 
creativity in children. The few studies that have been 
done have not been consistent. Paepech (1974) did find a 
significant relationship between creativity and democratic 
child rearing. This research and subsequent studies have 
not made it clear how difficult it is to identify homes 
that make use of democratic styles of child rearing. 
Parents have many different ways of being democratic. 
There are other potential sources of difficulty. There 
are problems in using the same set of measures as well as 
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investigating children from different age groups. It may 
be that creativity is more easily identified in younger 
children. The research to date has focused on older 
youngsters. These difficulties need not deter us but 
should suggest that it would be useful to explore 
different avenues of research. 
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CHAPTER 3 
DESIGN AND METHODOLOGY 
This is a research study designed to examine the 
effects of child rearing practices and types of curriculum 
approaches upon the creative thinking of kindergarten 
students. 
The hypotheses to be tested for this study are as 
follows: 
1. Students who experience different child rearing 
practices will have different scores on measures of 
creative thinking. 
2. Students who experienced the "Readiness 
Activities Oriented Curriculum Approach" will have higher 
scores on measures of creative thinking than those 
students who were taught under the "Academic Oriented 
Curriculum Approach" in the same rearing practices. 
Variables 
The independent variables for this study are as 
follows: 
1. The democratic, autocratic, and overprotective 
child rearing practices. 
2. The Academic Oriented Curriculum Approach and 
the Readiness Activities Oriented Curriculum Approach. 
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The dependent variables for this study are the 
creative thinking scores on fluency, originality and 
elaboration. 
Sample 
The sample of children involved in this research were 
five to six year-old children in kindergarten schools in 
Bangkok, along with their parents or guardians. The 
researcher chose the sample at random in the following 
manner: 
1. The investigator interviewed schoool administra¬ 
tors and classroom teachers and observed the teaching and 
learning process of seventeen kindergarten schools in 
Bangkok and classifiedthem into two types of schools: 
Academic Oriented Curriculum and Readiness Activities 
Oriented Curriculum. 
2. The investigator chose seven schools which use 
the formal learning teaching method called "Academic 
Oriented Curriculum" and seven schools which use the 
"Readiness Activities Oriented Curriculum." 
3. From each of the chosen schools, a random sample 
of about twenty-seven students aged five to six years old 
were chosen. The parents or guardians of the children 
were asked to answer the child rearing questionnaire to 
determine the method used. Thus, the total is 377 parents 
and 377 students. Sixty students were dropped from the 
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sample because they did not meet the requirements for 
participation. 
Research Instruments 
There were three types of research instruments used 
in this study: 
1. The Kindergarten Curriculum Evaluation Form 
which was adapted from guidelines used in evaluating 
kindergarten curriculum developed by the Office of the 
Private Education Commission, Ministry of Education, 
Thailand (1988). 
2. A Questionnaire Concerning Child Rearing 
Practices which was adapted from instruments developed by 
Kavin Thumnut (1979) and revised by Chamchan Kiattikul 
(1988) . 
3. The Torrance Tests of Creative Thinking Figural 
Form A was translated and adapted to suit Thai students by 
Aree Rungsinan (1978, 1984). 
Procedures 
For the basic background of research and the 
identification of the research instruments in this study, 
the researcher reviewed the literature concerning 
preschool education, child rearing practices, and creative 
thinking from textbooks, documents and journals. 
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The Development of Research Instruments 
Three types of research instruments were employed in 
this study. They are as follows: 
1. Kindergarten Curriculum Evaluation Form 
In developing the "Kindergarten Curriculum 
Evaluation Form," the researcher reviewed the books, 
documents, and journals concerning the preschool 
curriculum and interviewed the preschool 
administrators and teachers concerning the objectives 
and instructional process employed in schools. From 
the information obtained and from guidelines in 
evaluating kindergarten curriculum developed by the 
Office of the Private Education Commission (1988) in 
Thailand, the researcher revised the "Kindergarten 
Curriculum Evaluation Form" for classifying 
kindergarten into two types: schools with an 
Academic Oriented Curriculum and schools with a 
Readiness Activities Oriented Curriculum. 
The researcher asked three experts in Early 
Childhood Education to evaluate the form. After 
revising the form, the researcher tried out the form 
in three schools before using it with the sample. 
The Kindergarten Curriculum Evaluation Form 
includes the following sections: educational goals, 
educational objectives (physical, emotional, social 
and intellectual development), classroom arrangement 
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and teaching aids, outdoor environment, daily 
schedule, instructional process, and measurement and 
evaluation (see Appendix A, pg. ). 
To insure the reliability of the scoring of the 
Kindergarten Curriculum Evaluation Form, the 
researcher used two raters who had trained with the 
experts, and the reliability ratings were 97.02 
percent and 95.53 percent, respectively. The 
agreement of the rating of the two trained raters was 
95.53 percent. The criteria for classifying the 
kindergarten schools as suggested by the experts are 
as follows: 
a) The schools that have a score on the 
"Kindergarten Curriculum Evaluation Form" of 
over 80 percent are designated as the "Readiness 
Activities Oriented Curriculum" schools. 
b) The schools that have a score on the 
"Kindergarten Curriculum Evaluation Form" lower 
than 40 percent are designated as the "Academic 
Oriented Curriculum" schools. 
2. A Questionnaire Concerning Child Rearing 
Practices 
The questionnaire concerning child rearing 
practices used in this study was adapted from 
questionnaires developed by Kavin Thumnut (1979) and 
revised by Chamchan Kiattikul (1988). The child 
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rearing questionnaire assessed democratic child 
rearing, autocratic child rearing, and overprotective 
child rearing. 
There are fourteen items for each of the three 
child rearing scales for a total of forty-two items. 
Each question used a five-point rating scale which 
ranged from one at the lowest level to five at the 
highest level (see Appendix B, pg. ). 
The scores for child rearing are based on the 
assumption that if a student receives the highest 
marks in any type of child rearing practice, we 
assume that he or she is brought up by that type of 
rearing, but he or she must score at least five 
points higher than the second highest scores. For 
example, if a parent scored sixty-eight on the 
democratic scale and sixty-seven on the autocratic, 
this data was dropped from the study. Five points 
difference was the criterion used to include a 
subject in the study. 
The researcher asked four experts in Educational 
Psychology and Early Childhood Education to validate 
the questionnaire, and then the researcher tried out 
the revised child rearing questionnaire with fifty 
non-selected parents or guardians and determined the 
reliability of this questionnaire before using 
Cronbach's Coefficient Alpha with the selected 
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parents or guardians. The reliability of the 
questionnaire was 0.78. 
3. Torrance Tests of Creative Thinking Fioural 
Form A 
The Torrance Tests of Creative Thinking have 
been reviewed recently by Cooper (1991) and Baird 
(1972). Baird, writing for the Seventh Mental 
Measurement Yearbook, reports that the Torrance Tests 
of Creative Thinking have adequate reliability. The 
reported reliability coefficients ranged from .50 to 
.93 over one to two-week periods and from .35 to .73 
over three- year periods. At the time of the review 
of the validity, there were more than fifty published 
validity studies. Scores on the Torrance have only a 
slight relationship to peer nominations but does seem 
to be related to academic intelligence and 
educational achievement. There is only one study 
reviewed that addresses the problem of predictive 
validity. /This study had a positive outcome, but 
much research obviously remains. 
Cooper also reports that reliability estimates 
range from .50 to .93 with most retest figures in the 
60s and 70s. Cooper takes a more optimistic view of 
the predictive validity of the Torrance. She found 
that the Torrance tests have been found to be "posi¬ 
tively and significantly" correlated with creative 
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achievement in several studies ranging from nine to 
twenty-two years. Those scoring highest on the 
Torrance were found to have attained unusual 
occupations and followed more creative life styles. 
The author does note that the Torrance Tests could be 
strengthened by broadening the range and content of 
the tests. 
The Torrance Tests of Creative Thinking Figural 
Form A, which was translated and adapted to suit Thai 
students by Aree Rungsinan, was employed for this 
study. It is the most widely used test of children's 
creative thinking in Thailand. It was used by the 
Supervisory Unit, Department of Teacher Education in 
Bangkok (1978) to measure the creative thinking of 
Thai children from kindergarten to primary grade four 
in originality, fluency, and elaboration. This test 
is non-verbal and consists of three types of 
activities: 
a) Picture Construction 
Students will construct a picture from the 
given stimulus. This stimulus is an oval green 
sticker which is nine by six centimeters. Stu¬ 
dents must complete the picture in the most 
interesting and exciting way they can think of. 
When the students finish their drawings, they 
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must name them as cleverly and unusually as 
possible. 
b) Picture Completion 
Students will complete pictures from the 
given stimulus which has different lines. There 
are ten pictures. Students must complete the 
pictures in an interesting way. When they 
finish the drawings, they must make up an inter¬ 
esting title for each of their drawings. 
c) Parallel Lines 
Students will complete pictures from the 
thirty pairs of parallel lines. Each pair is 
2.5 centimeters high. The range among each pair 
is 0.8, 1.3 and 1.7 centimeters. There are 
three, twelve and fifteen pairs of parallel 
lines, respectively. Students must complete the 
pictures by using the parallel lines given as 
the most important parts of the pictures. 
Students must make each picture look unique and 
different from the other pictures. 
Each activity takes ten minutes. After finishing the 
first activity, the students go on to the next ones. All 
three activities require thirty minutes to complete, with 
additional time for instructions. 
The raw scores for fluency, originality and elabor¬ 
ation were used in the data analyses. This procedure was 
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chosen because most researchers in Thailand have used the 
raw scores instead of the standard score for doing the 
data analyses. In addition, the purpose of this study was 
not to compare the creative thinking of Thai children with 
American children. Therefore, using raw scores was 
appropriate and recommended by Professor Aree Rungsinan, 
Faculty of Education, Srinakharinwirot University, 
Prasanmitr, Bangkok, Thailand. 
The Supervisory Unit, Department of Teacher Education 
(1978) found the reliability of scoring the Torrance Tests 
of Creative Thinking Figural Form A by using two experts. 
These two experts obtained reliability coefficients in the 
high nineties. The Supervisory Unit, Department of 
Teacher Education (1978) also analyzed the correlation 
between fluency and originality, fluency and elaboration, 
originality and elaboration from the sample group (3,123 
people), and the correlation coefficients were 0.89, 0.75 
and 0.70, respectively which was significant at the 0.001 
level. 
Considering data from the geographic regions, types 
of schools, school levels and sex, the relation among the 
three variables was not significantly different. This 
indicates that the correlation coefficient remained rather 
high at the 0.001 level of significance for all three 
variables. Therefore, we can conclude that the Torrance 
Tests of Creative Thinking is a reliable instrument. 
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Data Collection 
The steps in the data collection are as follows: 
1. The researcher visited seventeen kindergarten 
schools in Bangkok and asked for an interview and permis¬ 
sion to observe their teaching and learning process in 
order to select seven schools for each type of curriculum 
approach. In observing the teaching and learning process, 
the researcher spent the whole day (8:00 a.m. - 3:00 p.m.) 
in each school to determine which curriculum approach was 
employed in the school by using the "Kindergarten 
Curriculum Evaluation Form." 
The Kindergarten Evaluation Form used a check list 
consisting of seventy-five items. The data are in the 
form of percentages (see Table 3.1, pg. 76). In the "A" 
Kindergarten, the curriculum percentage was 98.0. This 
indicates that the kindergarten was check rated at 98 
percent out of the total of seventy-five items. 
Seventeen schools were visited by the researcher and 
a trained expert. The top seven and the bottom seven 
schools in the ratings were used to define the readiness 
activities oriented schools and the academic oriented 
schools. 
2. The researcher sent a letter to the selected 
kindergarten schools, informing them about the purpose of 
the study and asking for their permission and cooperation. 
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3. The researcher asked the selected kindergarten 
schools to give a questionnaire concerning their child 
rearing practices to the selected kindergarteners' parents 
or guardians asking them to answer the questionnaire and 
TABLE 3.1 
Types of Schools Classified by Using Mean Score 
of the Kindergarten Curriculum Evaluation Form 
Types of Schools 
The Mean Rating 
Percentage Score 






























return it to the schools. After the questionnaires were 
completed, the researcher went to the schools to pick them 
up. 
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The number of sampled students and parents in each 
school is presented in Table 3.2 (see p. 78). 
4. The researcher asked permission from the 
selected schools to give the Torrance Tests of Creative 
Thinking Figural Form A to the selected kindergarteners. 




Number of Sampled Students and Parents in Each School 
Schools # of Students & Parents 



















4. The researcher asked permission from the 
selected schools to give the Torrance Test of Creative 
Thinking Figural Form A to selected kindergarteners. The 
testing lasted about thirty minutes. 
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Analysis of the Data 
1. Rate the collected questionnaires concerning 
child rearing practices from 377 students' parents or 
guardians and divide the students into different types of 
child rearing practices on the criteria that the student 
who receives the highest marks in any type of child 
rearing practice has been brought up in that type of 
rearing. However, he or she must receive at least five 
marks more than the second highest score. If the range 
between the first highest and the second highest scores of 
each student is less than five marks, the researcher does 
not include that student as the selected samples. The 
researcher finds that there are 317 students who meet the 
set-up criteria and are given the creative thinking test 
(see details in Table 3.3, pg. 80). 
2. Find Arithmetic Mean and Standard Deviation of 
students' creative thinking scores. 
3. Compare creative thinking scores of students in 
each pattern with different child rearing practices by 
using One-Way Analysis of Variance. 
4. Analyze the differences between Arithmetic Mean 
of student's creative thinking scores of different child 
rearing practices in different types of curriculum 
approaches using Two-Way Analysis of Variance. 
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TABLE 3.3 
Numbers of Students Who Meet The Set-Up Criteria As 
Classified by Types of Child Rearing Practices 
in Each School 
0 
Schools 








Readiness Activities Oriented 
A 19 6 1 26 
B 16 3 0 19 
C 22 4 1 27 
D 18 5 1 24 
E 27 1 0 28 
F 12 2 0 14 
G 22 0 0 22 
Total 136 21 3 160 
Academic Oriented 
H 17 3 2 22 
I . 18 4 0 22 
J 21 1 1 23 
K 19 3 0 22 
L 22 5 0 27 
M 14 7 2 23 
N 16 2 0 18 
Total 127 25 5 157 
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5. Compare the differences between Arithmetic Mean 
of creative thinking scores of students with the same 
rearing practices in different types of curriculum 
approaches by using t-test. 
The researcher uses the computer with SPSSX-Statisti- 





The results of the statistical analyses are reported 
in this chapter. The dependent variables in these 
analyses are the three measures of creativity: fluency, 
originality and elaboration. The independent variables 
are the two curriculum approaches and the three different 
styles of child rearing. The design for the analysis of 
variance procedures will be a three by two with three 
different approaches to child rearing and the two 
different curriculum approaches. Three different ANOVAs 
utilizing the three by two design with fluency, origin¬ 
ality and elaboration are reported. 
A survey of the means and standard deviations for the 
three groups (Table 4.1, pg. 82) provides a preview of the 
outcome of the analysis of variance procedures. A 
comparison of the different measures of creativity between 
the readiness and the academic approaches indicates that 
the students in the readiness approach did consistently 
better than those in the academic approach. It should be 
noted that there are only a few cases in the overprotec- 
tive child rearing group. 
Table 4.2 (see pg. 84) indicates that there is a 
significant main effect due to type of curriculum while 
there is not a significant main effect due to types of 
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TABLE 4.1 
Means and Standard Deviations of the Scores on 
Fluency, Originality, Elaboration and Total Creative 
Thinking Classified by Types of Kindergarten 
Curriculum Approaches and Rearing Practices 
Types of Kindergarten Curriculum Approaches 
Academic Readiness Activities Total 
Child Rearing Practices X S.D. X S.D. X S.D. 
1. Democratic 
Fluency 20.45 6.123 23.44 5.427 22.00 5.954 
Originality 12.38 4.931 13.81 4.596 13.12 4.805 
Elaboration 7.72 2.107 11.35 2.393 9.60 2.893 
N= (127) (136) (263) 
2. Autocratic 
Fluency 21.56 7.217 21.86 6.027 21.70 6.629 
Originality 13.68 5.414 13.24 5.890 13.48 5.577 
Elaboration 7.64 2.215 10.48 2.876 8.93 2.800 
N= (25) (21) (46) 
3. Overprotective 
Fluency 22.40 6.107 20.67 1.528 21.75 4.773 
Originality 14.00 4.000 13.67 3.786 13.88 3.642 
Elaboration 7.80 2.387 10.33 2.309 8.75 2.550 
N= (5) (3) (8) 
curriculum was significant at the .001 level. The two way 
interactions between types of curriculum and child rearing 
practices are not significant. A glance at the mean 
scores for types of curriculum shows that the children who 
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TABLE 4.2 
Results of the Three x Two Analysis of Variance of 
Fluency Scores of Kindergarten Students 
Classified by Types of Curriculum Approaches and 
Child Rearing Practices 
Source SS df F 
Sig. 
of F 
Types of Curriculum 489.793 1 14.066 .001** 
Types of Rearing 1.008 2 . 014 .986 
Two-Way Interactions 104.898 2 1.506 .223 
Residual 10829.545 311 
Total 11428.088 316 
** P<.001 
attended the readiness kindergarten scored significantly 
higher than those who attended the academic kindergartens. 
The table also shows that the amount of variance accounted 
for by the experimental variables and the interactions are 
small. Only about .04 percent of the variance was 
accounted for by the experimental variables and their 
interactions. 
The analysis of variance in Table 4.3 (see pg. 85) 
shows that there is a significant main effect due to types 
of curriculum but not to child rearing practices. The 
interaction between types of curriculum and child rearing 
practices was not significant. While the differences 
between the two types of curriculum were significant, the 
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TABLE 4.3 
Results of the Three x Two Analysis of Variance of 
Originality Scores of Kindergarten Students 
Classified by Types of Curriculum and Child 
Rearing Practices 
Source S.S. df F 
Sig. 
of F 
Types of Curriculum 98.746 1 4.147 .043* 
Types of Rearing 12.796 2 .269 .765 
Two-Way Interaction 38.149 2 .801 .450 
Residual 7404.804 311 
Total 7550.644 316 
*P<.05 
differences were not large. The main effect due to 
curriculum was significant at only the .04 level. The 
residual variance was very large with the result that the 
experimental variables in this study accounted for only 
.01 percent of the variance. 
In Table 4.4 (see pg. 86) the analysis of variance 
reveals a significant main effect due to types of 
curriculum but there is no significant main effect due to 
types of child rearing practices. The interactions 
between types of child rearing and types of curriculum 
were not significant. It is interesting to note that the 
amount of variance accounted for by the experimental 
variables is quite large compared to the residual 
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TABLE 4.4 
Results of The Three x Two Analysis of Variance of 
Elaboration Scores of Kindergarten Students Classified 




Types of Curriculum 957.286 1 183.032 .0001*** 
Types of Rearing 8.581 2 .820 .441 
Two-Way Interactions 7.720 2 .738 .479 
Residual 1626.576 311 
Total 2613.117 316 
***P<.0001 
variance. The experimental variables accounted for .37 
percent of the total variance. Ninety-nine percent of the 
variance that is accounted for was due to types of curri¬ 






This chapter summarizes the study and presents a 
discussion of the findings and recommendations for future 
research and classroom practice. 
Summary and Discussion of Findings 
The purposes of this study were to compare the 
creative thinking of kindergarten students from different 
child rearing backgrounds in different types of curriculum 
approaches. A review of the literature indicated that 
scholars and researchers have studied extensively the 
relationship between types of child rearing practices and 
creativity, but until recently, very few studies have 
examined and compared creativity of students with 
different rearing practices and with different types of 
curriculum approaches. As a result the aims of this study 
were as follows: 
1. To compare the creative thinking of kindergarten 
students with different child rearing practices. 
2. To compare creative thinking of kindergarten 
students in different types of curriculum approaches. 
3. To identify some suggestions as how to promote 
and develop creative thinking in children. 
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In order to accomplish these aims, three sets of 
instruments were employed in the study. The first 
instrument was the Preschool Curriculum Evaluation Form 
developed by the researcher for classifying the types of 
kindergarten schools. Fourteen kindergarten schools were 
selected to represent two types of schools using an 
Academic Oriented Curriculum and a Readiness Activities 
Oriented Curriculum. Then a total of 377 kindergarten 
students and their parents or guardians were randomly 
selected to complete the second instrument, a Question¬ 
naire Concerning Child Rearing Practices, adapted from the 
questionnaire developed by Kavin Thumnut (1979) and 
Chamchan Kiattikul (1988). There were 317 students who 
met the set-up criteria and represented three types of 
child rearing practices: Democratic, Autocratic and Over- 
protective. The third instrument was The Torrance Test of 
Creative Thinking Figural Form A which was translated and 
adapted to suit Thai students by Aree Rungsinan. This 
test was given to these 317 kindergarteners. The obtained 
data was then analyzed by means of Two-Way Analysis of 
Variance procedures. 
There were no significant differences in scores on 
the measures of creative thinking among students from 
different child rearing practices. There were consistent 
and significant differences in the scores of students due 
to types of curriculum. Creative thinking scores of 
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students taught by Readiness Activities Oriented 
Curriculum were significantly higher than those taught by 
Academic Oriented Curriculum. 
Hypotheses 
There were two major hypotheses for the study that 
were tested on 317 students from fourteen kindergarten 
schools and their parents or guardians. 
Hypothesis 1 
This hypothesis proposed that students with different 
child rearing practices have different patterns of crea¬ 
tive thinking abilities. This hypothesis was rejected 
since no significant differences in patterns of creative 
thinking abilities were found among students with 
different child rearing practices. At present many 
psychologists have agreed that creativity is an inherited 
trait possessed by all children but in different degrees. 
In order to promote creativity in children, favorable 
conditions must be present early in life when creativity 
starts to develop and must be continued until it is well 
developed. As the children in the study were still at the 
kindergarten level, it is quite possible that patterns of 
creative thinking abilities have not been fully 
established, and thus, no differences were found among 
children with different rearing practices. 
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The patterns of child rearing in Thailand are mostly 
determined by the characteristics of Thai culture and 
life-styles. In most cases all members and relatives in a 
Thai family, and sometimes even neighbors, take part in 
raising the children; therefore, various child rearing 
practices are simply combined. It is also possible that 
parents or guardians who completed the questionnaire 
concerning child rearing practices gave answers based on 
their own perceptions and practices only, while in daily 
life situations, children were also influenced by those 
around them who took part in child rearing as well. Since 
no single method of child rearing was really employed, 
creative thinking scores of children classified into 
different types of rearing methods did not differ 
significantly. 
Hypothesis 2 
This hypothesis proposed that students who exper¬ 
ienced the "Readiness Activities Oriented Curriculum 
Approach" will have creative thinking scores higher than 
those studied under the "Academic Oriented Curriculum 
Approach" in the same rearing practices. Indeed, the 
findings from the study revealed that creative thinking 
scores of children taught by readiness activities oriented 
curriculum differ significantly from those taught by 
academic oriented curriculum. The results from many 
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The patterns of child rearing in Thailand are mostly 
determined by the characteristics of Thai culture and 
life-styles. In most cases all members and relatives in a 
Thai family, and sometimes even neighbors, take part in 
raising the children? therefore, various child rearing 
practices are simply combined. It is also possible that 
parents or guardians who completed the questionnaire 
concerning child rearing practices gave answers based on 
their own perceptions and practices only, while in daily 
life situations, children were also influenced by those 
around them who took part in child rearing as well. Since 
no single method of child rearing was really employed, 
creative thinking scores of children classified into 
different types of rearing methods did not differ 
significantly. 
Hypothesis 2 
This hypothesis proposed that students who exper¬ 
ienced the "Readiness Activities Oriented Curriculum 
Approach" will have creative thinking scores higher than 
those studied under the "Academic Oriented Curriculum 
Approach" in the same rearing practices. Indeed, the 
findings from the study revealed that creative thinking 
scores of children taught by readiness activities oriented 
curriculum differ significantly from those taught by 
academic oriented curriculum. The results from many 
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earlier studies also supported the conclusion that 
students who were free from strict disciplines received 
higher creative thinking scores than those taught by 
strict disciplines. 
The major and most important finding of this study 
was the relative importance of the elaboration measure. 
The elaboration measure accounted for .38 percent of the 
variance while the originality and fluency measures 
accounted for .04 and .01 percent of the variance respec¬ 
tively. These data indicate that elaboration is a 
variable that is not only statistically highly signifi¬ 
cant, but it is also of practical significance. The 
elaboration subtest requires the study to be able to 
identify more details and make the original idea more 
complete across three different figures. It is plausible 
that the readiness oriented program provided students with 
practice in elaborating on their ideas. Elaboration 
brings a sense of completion to the task, and perhaps 
within the readiness kindergartens there is a common 
emphasis upon the project method and bringing these 
activities to completion. 
Generally most psychologists and preschool educators 
agree that school conditions and environments play an 
important role in developing and increasing children's 
creative thinking. At the kindergarten level, it is also 
agreed that the freer atmosphere is better for the child 
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of this age because creative thinking is developed best in 
a situation in which students actively and independently 
seek knowledge and experiences. Play is a meaningful 
activity that enriches the child's creativity and imagina¬ 
tion. Since "Readiness Activities Oriented Curriculum" 
gives emphasis on play and imaginative activities rather 
than focusing on academic skill acquisition, it was found 
in this study that creative thinking scores of the 
children taught by this curriculum approach are signifi¬ 
cantly higher than those taught by "Academic Oriented 
Curriculum." 
Recommendations for Parents and Teachers 
Based on the findings of this study, some recommenda¬ 
tions are proposed for consideration. These include some 
suggestions for parents and teachers about techniques for 
promoting children's creative thinking. Parents and 
teachers should: 
1. Encourage the child whenever he shows creative 
ideas and performance by praising or being delighted with 
him over new things he discovers. 
2. Give the child opportunities to learn, to 
experiment, to explore, to read, to make a journey, and to 
communicate to others. Having such experiences will 
enrich the child's thoughts. 
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3. Accept the child's extraordinary questions and 
unusual ways of solving problems. Criticizing or ignoring 
the child's curiosity and activities will hinder his 
creativity. Adults should show the child that his 
thoughts are worthy. 
4. Answer the child's questions directly and 
honestly. Adults should respond to the child's questions 
with liveliness and understanding. 
5. Reaffirm creative ideas or performances. 
6. Give rewards immediately. 
7. Support the child when he fails and guide him 
when tasks are too difficult. Adults should help the 
child realize that he does not need to excel at every¬ 
thing. 
8. Involve the child with small amounts of direc¬ 
tion, exposition, and didactic instruction. 
9. Encourage creative thinking in all curriculum 
areas and integrate divergent thinking as part of regular 
studies. 
10. Use brainstorming, webbing and pretending tech¬ 
niques to help children produce new ideas and form 
relationships between concepts and to encourage their 
imagination. 
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Recommendations for Further Research 
Based on the findings of this study, the following 
recommendations are made for further research: 
1. Experimental research should be done in com¬ 
paring the creative thinking of kindergarten students 
taught by different types of curriculum approaches. At 
first select a Kindergarten classroom and give the 
Torrance Test of Creative Thinking Figural Form A to the 
students. From the obtained data, divide students into 
two groups with equal creative thinking abilities by using 
match-paired group technique. One group should be a 
controlled group using Academic Oriented Curriculum, and 
the other group should be an experimental group using 
Readiness Activities Oriented Curriculum. Teach these two 
groups for a semester, then test their creative thinking 
again and compare their scores to see whether there is any 
difference. 
2. Since this study aimed to cmpare the creative 
thinking scores of kindergarten students with the same 
rearing practices in different types of school curriculum 
approaches, the samples were selected from two types of 
schools using different teaching approaches without 
controlling the students' backgrounds and the teachers' 
experiences. Therefore, further research is suggested to 
control these extraneous variables in the study. 
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3. We need both parents and teachers to encourage 
students to be creative by using unstructured materials in 
a constructive way. 
4. There is a need for a new measurement of 
creativity. The practice of using non-verbal material to 
measure creativity has severe limitations. It would be 
more appropriate to use verbal materials to measure verbal 
creativity. 
5. A longitudinal study of creativity is needed. 
6. There is a need for cross-cultural research to 




KINDERGARTEN CURRICULUM EVALUATION FORM 
\ 
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KINDERGARTEN CURRICULUM EVALUATION FORM 
School' s Name_ Date 
School's Address 
Educational Goals 
[ ] To encourage the total development of the child: 
physical, emotional, social, and intellectual. 
[ ] To encourage moral and ethical development and the 
appreciation of art and culture. 
[ ] To develop the child to be a good member of society 
by knowing his/her duty and learn to sacrifice for 
others. 
[ ] To emphasize basic skills appropriate to the 
child's age level. 
[ ] To encourage the child to work by himself/herself 




[ ] To develop the child's body appropriate to their 
age level. 
[ ] To develop muscle and fine sensory modalities. 
[ ] To cultivate good health habits. 
Emotiona1 Deve1opment: 
[ ] To develop positive mental health and good humor. 
[ ] To encourage self control. 
[ ] To encourage moral and ethical development. 
[ ] To promote the sense of self-disciplining and self¬ 
responsibilities in a given task. 
Social Development: 
[ ] To develop self-confidence and self-esteem. 
[ ] To recognize the importance of their families and 
community. 
[ ] To promote pro-social behavior. 
[ ] To promote the interest in taking care of the 
environment and nature. 
Intellectual Development: 
[ ] To encourage the use of language for communication. 
[ ] To develop how to observe and think reasonably. 
[ ] To develop and encourage creative thinking. 
[ ] To instill the love of learning. 
Classroom Arrangement and Teaching Aids 
[ ] There is enough space for movement and activity. 
[ ] There are various activity centers in the 
classroom. 
[ ] There is adequate area for activities in each 
center. 
[ ] There are cabinets, shelves and boxes to keep the 
instructional materials and equipment. 
[ ] All of the materials and equipment are placed at 
the child's eyesight level where he/she can reach 
the materials easily. 
[ ] There are places for the child to keep his/her own 
belongings. 
[ ] There is enough space to exhibit the child's work. 
[ ] There is a home center with miniature kitchen, 
utensils, furniture and dolls for the child to play 
with. 
[ ] There is a nature center with experimental equip¬ 
ment, pets and real objects. 
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[ ] There is a block center with rods, boxes and toys 
(not less than 50 pieces). 
[ ] There is a book center with open shelves where the 
child can reach the books by himself/herself. 
Outdoor Environment 
[ ] There is equipment for climbing, such as climbing 
net, etc. 
[ ] There is equipment for swinging, such as wooden 
horse, traditional swing, rocking chair, etc. 
[ ] There is equipment for playing, such as a mounted 
steering wheel, a merry-go-round. 
[ ] There are low balancing beams. 
[ ] There is a balancing board which children can use 
to develop a sense of bodily balance. 
[ ] There is water play with instruments, such as 
cylinders, bowls, etc. 
[ ] There is sand play with moist sand and instru¬ 
ments, such as shovels, buckets, etc. 
Daily Schedule 
[ ] There is a schedule for the child to know what, 
when and how he/she does the activities. 
[ ] The daily schedule emphasizes the total develop¬ 
ment of the child. 
[ ] There is a signal for the child to know when an 
activity is about to end. 
[ ] Seventy-five percent of the activities are indi¬ 
vidual activities. 
[ ] Fifteen percent of the activities are small group 
activities. 
[ ] Ten percent of the activities are whole class 
activities. 
[ ] There are movement and rhythmic activities which 
last about twenty minutes every day. 
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[ ] There are free and enjoyable activities, such as 
playing at interest centers which last about 
thirty to forty minutes every day. 
[ ] There is time for games which have rules such as 
educational games (didactic) which last about 
twenty to twenty-five minutes every day. 
[ ] There are a wide variety of creative activities 
for the child to choose every day. 
[ ] There is a discussion circle with planned acti¬ 
vities (introduction, presentation and evaluation) 
every day which lasts about twenty minutes. 
[ ] There are outdoor activities every day (if the 
weather permits) which last about thirty to forty 
minutes. 
Instructional Process 
[ ] All subjects are integrated and taught in small 
units. 
[ ] The teacher sits at the same level as the child's 
eye level. 
[ ] The teacher introduces the centers and the 
instruments to the child. 
[ ] The teacher encourages the child to share materials 
and to be aware of the safety rules. 
[ ] The teacher always asks questions with why and how 
rather than Yes/No questions. 
[ ] If the child's work is not complete, the teacher 
will guide him/her with a question for finding his/ 
her own solutions, e.g. the child draws a car with 
no wheels, the teacher asks, "What will you do to 
make this car move?" 
[ ] After finishing each activity, the teacher permits 
the child to rest for a while. 
[ ] Teacher provides for training how to be a good 
leader and follower. 
[ ] Teacher listens to the children's opinions. 
[ ] Teacher rarely gives any homework. 
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[ ] Teacher rarely uses workbooks. 
[ ] Children learn to think by themselves. 
[ ] Children learn to do things by themselves. 
[ ] Children learn to solve problems by themselves. 
[ ] The children are allowed to express themselves 
freely. 
[ ] The children are free to select their own 
activities. 
[ ] The children are given a chance to use their 
abilities in imitating family life, animal life, 
nature phenomenon, etc. 
[ ] Every child has a chance to participate in 
activities and in planning the activities. 
[ ] The child puts away instructional materials in 
the appropriate places after use. 
[ ] Parents are encouraged to participate in the 
school activities. 
Measurement and Evaluation 
[ ] There is an evaluation of child development in 
accordance with educational goals and objectives. 
[ ] There is a written form to report to the child's 
parents. 
[ ] There is regular recording and summarizing 
behavior of the child's learning experiences. 
[ ] There is readiness testing. 
[ ] The child's work is collected and sent to his/ 




QUESTIONNAIRE CONCERNING CHILD REARING PRACTICES 
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Questionnaire Concerning Child Rearing Practices 
Instructions: 
The objective of this questionnaire is to collect information 
concerning the parents’ practices in bringing up a child. The 
information obtained will be used as research data and will further 
provide guidelines for the educational authorities in developing 
efficient teaching and learning programs at the preschool level. You 
are requested to give true answers to every question. The result of 
the data analysis will be presented in general terms and your answers 
will be kept confidential. 
Child’s Name.School. 
Sex... Age.Years.Months 
Child’s rank in family. 
The child is mainly taken care of by. 
The following are statements concerning parents’ practices in 
bringing up the child. There is no right or wrong answer for each 
statement. You are requested to read each statement carefully and put 
a mark ( ) in the blank that most closely corresponds with your 
opinions or practices. Please answer all items. An item left 
unanswered will make the questionnaire invalid and therefore cannot be 
included in the data analysis. 
103 
Ways to Mark the following statements: 
If the statement corresponds with what you practice every time or 
always practice, put a mark ( ) in the blank "at the highest level." 
If the statement corresponds with what you practice nearly every 
time or often practice, put a mark ( ) in the blank "at the high 
level." 
If the statement corresponds with what you practice as often as 
you do not practice, put a mark ( ) in the blank "at the moderate 
level." 
If the statement corresponds with what you seldom practice, put a 
mark ( ) in the blank "at the low level." 
If the statement corresponds with what you never practice, put a 






i i High 
i i 
i i Moderate 
i i 
i i Low 
i i 
i i Lowest 




Level i i 
i 
Level i i 
i 
Level i i 
i 
Level 











your child does his home- i i i i i i i i 
i i 

















child to play outside i i i i i i 
i i i i 






No. (0) means you seldom insist your child do his homework. So 
you put a mark ( ) in the blank of ’’practices at the Low level.” 
No. (00) means you allow your child to play outside alone as often 
as you do not allow him/her. So you put a mark ( ) in the blank of 













1. When your child asks for 
help, you pay attention and 
are willing to participate in 
that activity. 
2. You are interested in your 
child’s toys and tell him/her 
to take proper care of them. 
3. You do not allow your child 
to go anywhere without someone 
accompanying him. 
4. You give love and warmth to 
your child and treat him/her 
informally. 
5. You tell your child to wear 
clean clothes. When the 
clothes that your child wears 
get dirty, clean ones are used. 
6. You look after your child by 
yourself even though you are 
very busy with your work. 
7. You praise your child when 
he/she does something. 
8. You choose clothes for your 














9. You think that children at 
the age of 5-6 should not be 
punished for their mistakes 
because they are too young. 
10. When your child does some¬ 
thing, you always encourage and 
give him/her suggestions. 
11. You select your child’s 
belongings according to your 
preferences. 
12. When your child is sick, no 
matter how slight, you take him 
to the doctor. 
13. When your child makes a 
mistake, you explain your rea¬ 
son everytime before punishing 
him/her. 
14. When you discipline your 
child, you want him/her to do 
as he/she is told. 
15. Whenever you go out, you 
take your child along. 
16. You accept your child’s 
opinion though he/she is 
young. 
17. You want your child to get 
his/her hair cut in the style 
you have chosen. 
18. You look after your child’s 
daily life, such as clothes, 
food, rest, etc. 
19. When your child does some¬ 
thing wrong, he/she is given a 
chance to do it over and you 














20. When your child does some¬ 
thing wrong, you punish him/ 
her severely. 
21. You do not allow your child 
to play with others for fear of 
his being bullied. 
22. You give all children the 
right to use things in the 
house. 
23. You permit your child to be 
a friend with the person whom 
you think is good. 
24. When your child falls down 
or hurts himself/herself, you 
comfort him/her immediately. 
25. You talk and exchange your 
opinion with your child about 
his/her friends. 
26. You forbid your child to 
use certain words or do certain 
things. 
27. You do not allow your child 
to do things by himself/herself 
because he/she is too young. 
28. You encourage your children 
to give their opinions and 
choose a place to go on 
holidays. 
29. You forbid your child to do 
anything you are not satisfied 
with. 
30. Your child must have some¬ 
one to look after him/her 
closely to make sure that there 














31. When he/she does something 
wrong, you give him/her a 
chance to explain. 
32. When your child cries, you 
either hit or threaten him/her 
to stop crying immediately. 
33. You know everyone of your 
child’s friends in details such 
as their parents, their homes, 
etc. 
34. You choose to buy your 
child’s clothes according to 
the styles and colors that he/ 
she likes. 
35. You teach your child to 
obey you always. 
36. You spend most of the time 
each day in looking after your 
child. 
37. You encourage your child to 
join school activities such as 
drama and sports. 
38. You punish your child if 
he/she does not get up immed¬ 
iately while you are waking 
him/her up. 
39. You are not sure if your 
child could look after himself/ 
herself well when out of your 
sight. 
40. You give your child the 
information and your opinion 
concerning social etiquette 














41. You forbid your child to 
play outside when he/she wants. 
42. When your child cries for 




THE SCORING PROCEDURES FOR TORRANCE TESTS OF 
CREATIVE THINKING FIGURAL FORM A 
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The Scoring of Torrance Tests of Creative 
Thinking Fiaural Form A 
Scoring for Fluency 
Fluency is scored for Activities 2 and 3. The 
fluency scores are obtained by counting the number of 
different figures completed. The maximum score for 
Activity 2 is 10. Before scoring Activity 3 for Fluency, 
checks must be made for repetition and relevancy. All 
repetitions and irrelevant responses are eliminated from 
further consideration in all scoring. A relevant response 
is defined as one which makes use in some way of the pairs 
of lines (the stimulus element of the task). Responses 
that duplicate or repeat an earlier credited response are 
also eliminated. The maximum score for Activity 3 is 30. 
The score is recorded in the worksheet in the blank after 
"Act. 3" under Fluency. 
The Total Fluency score is obtained by adding the 
scores for Activity 2 and Activity 3. 
Scoring for Originality 
The scoring of originality is based on the 
statistical infrequency and unusualness of the response. 
In making the evaluation for Originality, focus must be 
placed on the use of the stimulus (incomplete figure or 
pair of lines) rather than on the title. The guide for 
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scoring Originality is based on a country-wide tabulation 
of 3,121 selected Thai students ranging from kindergarten 
through fourth grade (Rungsinan, 1978). The most common 
responses which are given zero are listed below. The 
scorer should eliminate all responses appearing in these 
lists. The Originality score will be the number of 
responses not eliminated in this way. The scores are 
recorded on the worksheet in the spaces following "Act. 
1," "Act. 2," and "Act. 3" under Originality. The Total 
Originality score is obtained by adding these three 
scores. 
LIST OF ZERO (0) ORIGINALITY RESPONSES FOR ACTIVITY 1: 
Abstract design without meaningful title 
Boy, man, male 
Circle 
Egg (any type) 
Girl, woman, lady, female 
Man, all kinds except from outer space 
Mango 
LIST OF ZERO (0) ORIGINALITY RESPONSES FOR ACTIVITY 2: 
Figure 1: 
Abstract design without meaningful title 
Heart 
Human face (any type) 
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Bird (any type) 
Eyeglasses 
Figure 2: 
Abstract design without meaningful title 
Human face or figure 
Slingshot 
Tree or branch of tree 
Flower 
Figure 3: 
Abstract design without meaningful title 








Human faces and figures 
Figure 5: 
Abstract design without meaningful title 
Bowl or pan 
Mouth 
Face or head of person 





Abstract design without meaningful title 
Face or head of person 
Steps (staircase) 
Figure 7: 
Abstract design without meaningful title 
Sickle 





Abstract design without meaningful title 
Man, head of person or figure 
Figure 9: 





Abstract design without meaningful title 
Bird 






LIST OF ZERO (0) ORIGINALITY RESPONSES FOR ACTIVITY 3: 













Geometric design or figure 










Scoring for Elaboration 
Two assumptions underly the scoring of Elaboration 
for the figural tests. The first is that the minimum and 
primary response to the stimulus figure is a single res¬ 
ponse. The second is that the imagination and exposition 
of detail is a function of creative ability, appropriately 
labeled "Elaboration." 
Therefore, in scoring Elaboration, credit is given 
for each pertinent detail (idea) added to the original 
stimulus figure itself, to its boundaries and/or to the 
surrounding space. However, the basic response itself 
must be meaningful before elaboration has any worth or can 
be scored. 
One point is given for: 
1. Each essential detail of the total response, but 
once that class of detail has been scored, further 
evidence of the same class is not counted. (In other 
words, each additional detail or idea that contributes to 
the story the picture tells is credited with a point, but 
the repetition of an idea does not count.) 
2. Color, when it adds an idea to the basic 
response. 
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3. Deliberate shading (not just going over the 
lines again). 
4. Decoration, only when meant as such. 
5. Each major variation (not of quantity) of design 
which is meaningful with reference to the total response. 
6. Each elaboration in the title beyond the minimum 
descriptive label. 
If a line breaks one part of the picture into two, 
count the two parts. If the line has meaning (e.g., belt, 
seam, cuff, window piece, etc.) give an additional point 
for the item. 
In the scoring for Elaboration, it is not necessary 
to make a precise count of the details produced in each 
activity. However, careful estimates should be made 
within the five sets of limits listed for each activity on 
the worksheet. For example. In Activity 1, 0 to 5 details 
would be scored "1;" 6 to 12 details would be scored "2;" 
13 to 19 details would be scored "3;" etc. 
The Elaboration score is the sum of the scores for 
the three activities. 
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APPENDIX D 
PARENT'S OR GUARDIAN'S CONSENT FORM 
\ 
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Parent’s or Guardian’s Consent Form 
I» Mr./Mrs. _ am glad to 
answer the questionnaire concerning child rearing practices and give my 
permission for my son/daughter or the child under my protection to 
participate in the study conducted by Miss Preeyporn Bhasavanich. I 
understand that my son/daughter or the child under my protection will 
complete the creative thinking test. The results of the test will be 
strictly confidential. The individual scores from the testing will not 
be released to anyone. This information will be used solely for the 
completion of a dissertation at the University of Massachusetts, 
Amherst, Massachusetts. It is acceptable to me for Ms. Bhasavanich to 
use the group data (not individual data) to inform school officials 
about the outcome of the study. I understand that Ms. Bhasavancih is 
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